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ABSTR.ACT 
The multicultural literature clearly identifies equity as a concept that embodies social 
justice and taimess; however, preservice teachers do not have this understanding. Numerous 
studies have been conducted in an attempt to understand why preservice teachers typically do 
not regard equitable teaching as being a priority in the classroom. It is unclear, however, 
whether other factors contribute to preservice teachers" lack of concern in creating and 
supporting equitable learning. The purpose of this study was to identify factors and concepts 
that affect preservice teachers' understanding of equity issues in education and to establish a 
baseline of data on their initial responses to equity issues in education. 
In this study data were gathered and analyzed from undergraduate preservice teachers 
enrolled in 13 sections of a required undergraduate multicultural and gender fair course in the 
Department of Curriculum and Instruction at Iowa State University from 1994 through 2000. 
The data were derived from an 81-item survey that was administered at the beginning of each 
semester. .A, baseline of information describing undergraduate preservice teachers" initial 
perceptions toward equit> in education as they entered the fmal two years of their 
undergraduate preservice teacher program was established by using these data. 
Results from correlation and regression analyses indicated that preservice teachers" 
initial perceptions of culture, discrimination, and the historical experiences of people of color 
are significant factors that contribute to shaping their perceptions of equity. The results of 
this study showed that perceptions of the "nature of culture." " socioeconomic class."' the 
"historical roots of racism in the U.S.." and "the nature and impact of discrimination" do 
affect preservice teachers" initial perceptions of equity in education. However, the researcher 
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found that preserv'ice teachers' initial perceptions of "nature of culture" and their initial 
perceptions of "historical roots of racism" may have a greater effect on their initial 
perceptions of equity in education than their perceptions of "the nature and impact 
discrimination" and of "socioeconomic class." Limitations and implications of this study 
were also discusscd. 
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CHAPTER 1: INTRODUCTION 
Teacher education programs have been under a tremendous pressure to prepare mostly 
white, female, and middle-class teachers to meet the needs of an ever increasingly more 
culturally and ethnically diverse school population. This U.S. school population will reflect 
the diversity of the U.S. macroculture that is predicted to be one-third nonwhite by the third 
decade of the next century (Banks 1997: McCarthy & Willis. 1995). There has been much 
discourse surrounding the question as to how teacher preparation programs can prepare 
competent culturally sensitive teachers for our nation's schools. .According to Montecinos 
(1994). future teachers of color also need effective multicultural training. Many teacher 
education programs respond by requiring preservice teachers to take courses in multicultural 
education. The goal of these courses is to enable preser\ ice tcachers to develop attitudes, 
beliefs, know ledge, and skills to function sensitively and responsibly in our increasingly 
diverse democratic schools and society (Nieto. 2000). The underlying premise of these 
courses is that for all students to benefit and succeed in the educational process, teachers 
must be guardians of social justice that aid in ensuring that equity in education is supported 
and affirmed. 
.According to Secada (1989). equity lies in our ability to acknowledge that 
even, though our actions might be in accord with a set of rules, their results 
may be unjust. Equity goes beyond following those rules, even if we agreed 
that they are intended to achieve justice, (p. 35) 
Secada (1989) supports the notion that equitable education requires that teachers must 
examine and continually evaluate their teaching to insure that justice is afforded to all 
students within the learning environment. Grant (1999) defined educational equity as 
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"fairness" and justice. He asserted that equitable teaching necessitates instruction that is 
sensitive to differing learning styles that are attributed to a student's culture or gender. Grant 
concluded that creating equitable instructional environments require that teachers should also 
have an acute awareness of past injustices endured by their diverse learners. Multicultural 
education courses have been under heavy criticism. Whereas some research (McCormick & 
McShay. 1996) shows that multicultural education courses do have a positive impact on 
preparing preservice teachers to teach from a multicultural perspective, there is still much 
debate as to whether these courses are doing enough to prepare dedicated guardians of equity 
and social justice. Other studies have shown that the drive toward the elimination of 
prejudice through e.\posing white teachers and students to sensitivity training (multicultural 
education courses) has not produced the intended result of the prejudiccless goal (Banks. 
1997; McCarthy & Willis. 1995). 
From the conflicting reports on the effectiveness of existing multicultural education 
courses, it is clear that proponents of multicultural education are charged to find new 
pedagogical approaches for preservice teachers that challenge previously held beliefs and 
attitudes about the nature of society, community, culture, and family. These connections 
create values that guide one's life, develop and maintain other attitudes, interpret 
information, and determine behavior (Pajares. 1992). The question remains as to how can 
preserv ice teachers become the future guardians of social justice when teacher educators are 
held accountable for reshaping the commonly held belief systems of their students. 
Many factors have been reported that shed light on why presen'ice teachers typicalK 
do not regard equitable teaching as being a priority in the classroom, Preservice teachers that 
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have the opportunity to obsei^ e cooperating teachers for their practicum or student teaching 
experiences tend to discover that there is a "disconnect" between the goals of multicultural 
education and the "ideals" of the cooperating teacher. According to Gallavan (1998). many 
teachers feel that there is little or no time to learn about such practices. Infusing multicultural 
content into teaching st>les requires luu much linie-- time that is neceasar} to attend to other 
classroom responsibilities. Administrators may often reinforce this low prioritization through 
modeling and decision making for their staff (Gallavan. 1998). Preservice teachers also may 
begin to devalue the role that equity plays in education because many may foresee themselves 
teaching in communities that may lack ethnic or cultural diversity. These concerns, or lack 
thereof, do give teacher educators some level of understanding as to why preser\ ice teachers 
tend not to be overly concerned with equity issues in education. Teachers often resist 
affirming multicultural practices because the\ feel anything multicultural focuses too much 
on race relations and controversy (Gallavan. 1998). However, an inquiry- that provides a 
deeper insight into preser\'ice teachers" perceptions of equity and why this concept is not an 
essential aspect of the teaching and learning process needs to be conducted. 
Many theorists (Helms. 1990; Sheets & Hollins. 1999: Tatum. 1997) have delved into 
identity formation of various racial groups and have developed models that provide a 
framework for understanding factors that affect one's own awareness of being a member in a 
particular racial group. Helms' model of racial identity provides teacher educators much 
needed answers for understanding of why white preservice teachers perceive discussions on 
race to be non-issues and often feel ambivalent or angry. 
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Helms (1990) suggests that whites move through stages in identity development. The 
first stage that many whites begin with is obliviousness to their own racial identity and a 
naive belief that race does not make a difference. White preser\ ice teachers, often come 
from home cultures that reflect that of the school and will tend to work in settings w here 
white middle-clubs valueb. knowledge, and behaviors are held as ideal (Benlon &. Daiiiei. 
1996: McCormick & McShay. 1996). Preservice teachers who come from settings that lack 
ethnic and cultural diversity may be conditioned to not perceive culture as a factor that 
impacts the learning process. 
Stage two of Helms" racial identity model suggests that whites may eventually 
progress to a level where they may understand that race does make a difference, however, 
become uncomfortable realizing being white is synonymous with being privileged (Helms. 
1990). White preservice teachers at this stage may often cling to their naVve conception of 
race relations; however, many will begin to question their previously held assumptions about 
race (Bollin & Finkel. 1995). 
Helms states that in stage three whites typically tr> to rationalize or "explain away" b> 
concluding that they are naturally superior as a way to justify the treatment of different racial 
groups in society in an elTort to ease their discomfort with dealing with these issues (Helms. 
1990). Stage four suggest that as whites" belief systems are challenged about white 
superiority they begin to understand that racial differences and the existent structural 
inequalities are interrelated. 
Helms postulates that in stages five and six whites typically begin a self-examination 
process to ascertain information about their own racial identity and actively seek 
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opportunities to leam from other cultural groups (Bollin & Finkel 1995: Helms. 1990: Sheets 
& Hollins 1999). Teacher educators most often encounter preservice teachers who are at the 
first, or transitioning to. the second stage of racial identity development. Whereas. Helms' 
model is a valuable tool for helping to process why preservice teachers" initial perceptions 
toward race seemingly have negative implications tor schooling, it is still unclear as to 
whether other factors may contribute to preservice teachers lack of concern in creating and 
supporting equitable learning environments. 
Sleeter (2000) provides a conceptually-based framework that seeks to examine 
multiple reasons why white preservice teachers are. for the most part, ambivalent about 
addressing equit> issues in their leaching. Sleeter suggests that, for preser\'ice teachers to 
understand and affirm the basic premise of equitable teaching, multicultural education 
courses must go beyond simply acknowledging that ditTerences exist between cultural groups 
and recognizing the contributions of oppressed minorities. Drawing from Sleeter's (2000). 
Boyle-Baise's (1998). and Nieto's (2000) suggestions, an adapted schema was developed and 
includes these concepts that will guide this study: (1) historical roots" of racism in the U.S.: 
(2) nature and impact of discrimination; (3) impact of socioeconomic class: and (4) the nature 
of culture. In order to determine the extent in which these concepts shape preser\ice 
teachers" understanding of equity in education, an inquir} must be led to uncover 
relationships that may exist between preserv ice teachers" initial perceptions of equity and the 
concepts that are supported by Sleeter"s. Boyle-Baise"s and Nieto's frameworks. 
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Statement of the Problem 
Numerous studies have been conducted that help us understand why preser\ ice 
teachers typically do not regard equitable teaching as being a priority in the classroom. While 
evidence presented in the review of the literature may assist teacher educators in 
understanding why prcscrv icc tcachcrs' initial perceptions toward race seemingly have 
negative implications for schooling, it is still unclear as to whether other factors ma\ 
contribute to preservice teachers" lack of concern in creating and supporting equitable 
learning. 
Purpose of the Study 
The purpose of this study was to identify factors and concepts that affect preser\ ice 
teachers" understanding of equity issues in education. SpecificalK . the study was designed to 
address the following research questions: 
1. What is the range in difference among preservice teachers" initial perception of equity 
in education? 
2. Is there a relationship between preser\ ice teachers" initial perceptions of equity in 
schooling and their initial perception of the historical roots of racism in the U.S.? 
3. Is there a relationship between preserv ice teachers" initial perceptions of equity in 
schooling and their initial perceptions of the nature of culture? 
4. Is there a relationship between preser\'ice teachers" initial perceptions of equii\ in 
schooling and their initial perceptions of the nature and impact of discrimination? 
5. Is there a relationship between preservice teachers' initial perceptions of equit\ of 
schooling and their initial perceptions of socioeconomic status? 
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6. Which construct (the nature ofculture. socioeconomic class, the historical roots of 
racism in the U.S.. or the nature and impact of discrimination) had the greatest impact 
on preserv ice teachers' initial perceptions of equity in education? 
7. Which construct (the nature ofculture. socioeconomic class, the historical roots of 
racism in the L'.S.. or the nature and impact of discrimination) had the greatest impact 
on preserv'ice teachers' initial perceptions of equity in the United States? 
Hypotheses of the Study 
The following null hypotheses are based on the research questions: 
1. There is no range in difference among preser\ice teachers' initial perception of equity 
in education. 
2. There is no relationship between preserv ice teachers' initial perceptions of equity in 
schooling and their initial perception of the historical roots of racism in the U.S. 
3. There is no relationship between preserv ice teachers" initial perceptions of equits in 
schooling and their initial perceptions of the nature ofculture. 
4. There is no relationship between preserv ice teachers' initial perceptions of equity in 
schooling and their initial perceptions of the nature and impact of discrimination. 
5. There is no relationship between preserv ice teachers" initial perceptions of equitv of 
schooling and their initial perceptions of socioeconomic status. 
6. Preservice teachers" initial perceptions of the nature and impact ofculture. 
socioeconomic status, the historical roots of racism in the U.S.. and the nature and 
impact of discrimination do not impact their perceptions of equity in education. 
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7. Preserv'ice teachers" initial perceptions of the nature and impact of culture. 
socioeconomic status, the historical roots of racism in the U.S.. and the nature and 
impact of discrimination do not impact their perceptions of equity in the United 
States. 
Methodologj' 
Selected elementarv' and secondary education preser\ ice teachers who were seeking 
their undergraduate degree and teacher licensure to gather data about their initial perceptions 
of equity in education. Data were gathered and analyzed from undergraduate preser\ ice 
teachers enrolled in 13 sections of a required undergraduate multicultural and awareness 
course in the Department of Curriculum and Instruction at Iowa State University from 1994 
through 2000. The data were derived from an 81-item survey that was administered at the 
beginning of each semester. A ba.seline of information describing undergraduate preser\ ice 
teachers" initial perceptions toward equity in education as they entered the final two years of 
their undergraduate presers ice teacher program was established by using these data. 
Instrument 
The instrument consisted of 81 questions. Questions 1 through 63 were designed to 
measure students" attitudes using a Likert-type scale of 1 to 5. with one being high and five 
being low. Questions 64 through 81 were designed to gather data retlecting the demographic 
information of the presers ice student. 
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Assumptions of the Study 
The following assumptions were made in pursuit of the study; 
1. The respondents correctly understood the directions and contents of the instrument. 
2. The perceptions of the respondents adequately represented attitudes being measured. 
3. The respondents were honest in their response to the items on the sur\ e>. 
4. The sample selected for the study was representative of the population. 
Limitations of the Study 
The study was conducted based on the following limitations: 
1. The study was confined to preser\ ice teachers seeking Iowa licensure in the teacher 
education program at Iowa State University. 
2. Generalizations of the study were limited to the Curriculum and Instruction 
Department at Iowa State University and. thus, may not be applicable to other 
multicultural programs within teacher education. 
Definition of Terms 
The following terms were defined to clarifv' their use in the context of the study: 
('nilwe: The body of learned beliefs, traditions, and guides for behaviors that are shared 
among members of a society (Grant & Ladson-Billings. 1997). The dimensions of culture 
brought forth in the study are discussed in Chapter 3. 
Discrimmathm: The arbitrary denial of privileges and rewards of society to members of a 
group (Grant & Ladson-Billings. 1997). 
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Individual Discrimination: The acting out of negative attitudes toward individuals. These 
negative attitudes are often based on the belief that one's own cultural group is superior and 
that acts of discrimination against the members of a group should be defended (Grant & 
Ladson-Billings. 1997). 
Instiiuiioncd Discrimination: The systematic practices that deny and exclude members of a 
group from access to social resources and that perpetuate their subordination in political, 
economic, and social life (Grant & Ladson-Billings. 1997). 
Racism: The systematic practices that deny and exclude people of color from access to social 
resources and that perpetuate their subordination in political, economic, and social life (Grant 
& Ladson-Billings. 1997). 
Socioeconomic Class: Ser% es as a composite of the economic status of a family or unrelated 
indi\ iduals based on occupation, educational attainment, and income. These factors 
determine how an individual lives (Grant & Ladson-Billings. 1997). 
Summar>' 
This chapter presented an over\ iew of the underlying factors that may affect 
prospective new educators concerning equitable teaching. The statement of the problem, the 
purpose of the study, significance of the study, hypotheses of the studN. methodology, 
assumptions of the study, limitations of the study, and definition of terms were presented in 
this chapter. The purpose of the study was to identity factors and concepts that atTect 
preservice teachers" understanding of equity issues in education. The organization of the 
remaining chapters is as follows. 
Chapter 2 consists of the review of the literature, which is organized by topical areas 
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that pertain to critical issues surrounding teacher education reform. Chapter 3 details the 
research design and methodology used to cany out the study. The results of the data analysis 
and findings are presented in Chapter 4. Chapter 5 presents a summars of the findings and 
conclusions, as well as recommendations for practice and for further research. 
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CHAPTER 2: REVIEW OF THE LITERATURE 
Introduction 
Many factors affect preser\ ice teachers" underlying attitudes and beliefs about equity 
in education. In this chapter, the factors and concepts that affect preser\'ice teachers' initial 
perception of equity in the classroom are identified. The chapter is comprised of five 
sections: Introduction: Current Traditions of Practice in Teacher Education; Socialization of 
Preser\'ice Teachers in Education; Preservice Teachers" Perceptions of Equity; and Summary . 
Teacher education programs have been under a tremendous pressure to prepare 
competent culturally sensitive teachers for our nation's schools. Studies conducted b\ Boyle-
Baise (1998). McCall (1995). and Nieto. Young. Tran. and Pang (1994) support the notion 
that teacher education programs, as they are currently structured, will continue to receive 
failing marks because of their inability to prepare predominately white, female, and middle-
class teachers who are ready and willing to teach from a multicultural perspective. 
Many teacher education programs require preservice teachers to take a single course 
in multicultural education to prepare them for their work in multicultural schools. Some 
studies (Leavell. Cowart. & Wilhelm. 1999; McCormick & McShay. 1996) indicate that 
multicultural education courses do have a positive impact on preparing preserv ice teachers to 
teach from a multicultural perspective; however, there is still much debate as to whether 
these courses are doing enough to prepare dedicated guardians of equity and social justice. 
Other research (Gallavan. 1998; McCall. 1995; Phuntsog. 1995) indicates that preservice 
teachers often view the goals and practices of multicultural education as being insignificant, 
cursor). and a low priority for preparing them to be effective teachers. 
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There has been much discourse surrounding the question as to how teacher education 
programs can prepare competent culturally sensitive teachers to meet the needs of our diverse 
schools. A review of the literature in teacher education may provide the means to understand 
preservice teachers" initial perceptions of equity. 
Current Traditions of Practice in Teacher Education 
Why focus on traditions of practice in teacher education? Zeichner (1993) supports 
the notion that by focusing on traditions of practice in teacher education, educational 
researchers will more clearly understand the goals of teacher education, critically reflect on 
the impact teacher education programs have on preparing etTective teachers, and determine 
the progress toward educational reform. It is the present researcher's contention that focusing 
on traditions of practice in teacher education also gives teacher educators a deeper insight in 
determining how teacher education programs might shape preserv ice teachers" understanding 
of schooling and the role they will play as teachers. More specifically, by focusing on 
traditions in teacher education, teacher educators will be able to understand how teacher 
preparation programs affect preservice teachers" perceptions of equity in education. Zeichner 
(1993) describes four traditions of practice in teacher education: (a) academic; (b) social 
efficiency; (c) developmentalist; and (d) social reconstructionist. 
Academic 
According to Zeichner (1993). teacher preparation programs that are structured to 
provide a strong liberal arts education as core focus for preservice teachers would be referred 
to as having an academic orientation to teacher education. Proponents of these programs 
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maintain that exemplars teachers must be well versed in educational philosophy, the 
humanities, and a specific subject area. Goodlad (1994) and Zeichner (1993) criticize this 
approach to teacher education. They assen that liberal arts education most often focuses on 
eurocentric. western ideas and perspectives as a centralizing theme. The literature shows 
(Benton & Daniel 1996: McCall. 1995; McCormick & McShay. 1996) that a vast majority of 
White preservice teachers mostly share middle-class values, knowledge, and behaviors. 
These prospective teachers tend to come from settings that lack ethnic and cultural diversity. 
Whereas on the surface a strong liberal arts education may sound plausible. I maintain that 
teacher education programs that embrace the academic tradition in practice may further 
exacerbate preserv ice teachers' ambivalence or obliviousness to equity in education by 
conditioning them not to perceive culture as a factor that impacts the learning process. 
Social efficiency 
The social efficiency approach to teacher education supports scientifically driven 
models of teaching that emphasizes performance and competency-based instruction 
(Zeichner. 1993). Preservice teachers are taught that in order for etTective teaching to occur, 
instruction must be guided by a series of specific objectives that can be readily measured and 
evaluated. There is a strong relationship between the social efficiency tradition and the 
behaviorist learning theor\-. Behaviorism is an educational philosophy that focuses on 
identifying and evaluating changes in behavior through participating in a structured learning 
environment (Ryan & Cooper. 1984; Schunk. 1996). Teacher educators who create 
behaviorist learning environments for their students will most likely turn out teachers who are 
etTective in designing instruction that only allows for masters of specific skills. 
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The present researcher maintains that teacher preparation programs that celebrate this 
tradition will produce non-retlective teachers who will be overly concerned with their 
students" ability to acquire certain skills. Teachers who give priority to creating behaviorist 
learning environments without reflecting on the social consequences of their decision making 
process are more likely lu make inilruclional mistaken (Hale. 1986. Irvine & York. 1995). 
These instructional mistakes may go unnoticed if tracking programs or ability grouping are 
used to group students or teachers rely on cultural deficiency theories to "explain away" their 
students" lackluster performance. 
Deveiopmentaiist 
The deveiopmentaiist tradition in teacher education prepares teachers to focus on 
students" prior knowledge as a basis for planning effective instruction (Zeichner. 1993). 
Prospective teachers learn approaches for creating learning environments that are supporti\ e 
of students" understanding of a particular subject areas as well as their level of development. 
The deveiopmentaiist approach to structuring the learning experiences for preserv ice teachers 
is problematic because it assumes that preservice teachers who are mostly white, female, and 
middle-class have the skills to ascertain what is culturally relevant information for particular 
students and then build effective instruction to meet the students" needs. 
Social reconstructionist 
.According to Zeichner (1993) the social reconstructionist tradition in practice 
emphasizes teachers' abilities to see the social and political implications of their actions and 
the social context in which they are carried out. Sleeter and Grant (1998) state that the 
1 6  
primarv' goal of social reconstructionist perspectives is to enable preservice teachers to 
develop an understanding of the structural inequalities that exist in societ\ and help them to 
create strategies for challenging these inequalities through their teaching. This tradition of 
practice also supports the goals of critical multiculturalism. According to Giroux (cited in 
Duarte & Smith. 2000). critical muiticuituraiism attempts to address diversity issues in the 
context of the social injustices of racism and economic inequity that exist in schooling. This 
may yet be the best approach for preparing preservice teachers to be culturally responsive 
educators for our nations classrooms as well as providing an impetus to challenge preserv icc 
teachers' perceptions of equity in the classroom. 
Socialization of Preservice Teachers 
This section explores multiple factors that contribute to the socialization of preserv ice 
teachers. Many studies (Zeichner & Gore. 1989; Zeichner& Liston. 1990) discuss factors 
that affect the socialization of preser\ ice teachers, however there is little research that 
discusses the socialization of preserv ice teachers in relation to race, class, and gender 
(Zeicher & Gore. 1989). Parker's study. "Culture, class, and race: Three variables of decision 
making in Schools." found that a teacher's culture, social class, and race lu-e their most 
important personal characteristics that influence their decision making process in the 
classroom. 
The present researcher contends that the above characteristics also hea\ ily influence 
how preser\ ice teachers conceptualize the teaching and learning process. Race, class, and 
gender are three interrelated concepts that are responsible for shaping the experiences of 
teachers for our nation's schools. Therefore, merely investigating teachers' experiences from 
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a standpoint of their school experiences as children, as well as examining the structure of the 
teacher preparation program they attended are insufficient factors of socialization without 
framing their prior experiences in terms of their race, class, and gender. 
For preservice teachers to be culturally sensitive and realize the importance of 
understanding the social and poiiticai implications of their actions and make the appropriate 
changes to their teaching to create an equitable learning environment, teachers must become 
cultural relativists. They must be willing to deepen their understanding of the perspectives of 
their students. This proves to be a difficult task for preservice teachers who most often have 
dissimilar cultural backgrounds and life experiences from their prospective pupils. These 
preserv ice teachers have been conditioned to view the future children of their classrooms as 
individuals who are not part of any larger collective bevond their immediate families. 
According to Sleeter (cited in Duarte & Smith 2000). not viewing children as members of 
social, racial, or economic groups, preservice teachers trivialize the importance that racc. 
cla.ss. and gender play in their lives. Zeichner and Gore (1989) refer to this as preserv ice 
teachers developing an individualistic orientation. This orientation is just one of the factors 
that often prohibit preservice teachers from examining the social context of education. 
Functionalist approach 
It is important for teacher educators to understand which factors contribute to 
preservice teachers" development of an individualistic orientation as well as other wa\s of 
thinking, knowing, and behaving. Zeichner and Gore (1989) maintain that a functionalist 
approach to teacher education does shape preserv ice teachers understanding of equity issues 
in education. .According to Zeichner and Gore (1989). a functionalist approach to teacher 
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education refers to a process by vvhicli teacher preparation programs maintain the status quo, 
social order, consensus, social integration. solidarit>. need satisfaction, and actuality. 
Teacher education programs have responded sluggishly to current calls for educational 
reform. Teacher preparation programs generally are not ver%' supportive of change in old 
habits (Korthagcn & Kcsscls. 1998). 
functionalist view of teacher preparation creates barriers to moving e.xpeditiously 
toward substantive educational transformation. Research that documents the impact of a 
functionalist approach to teacher education is well-established (Korthagen & Kessels. 1998: 
Zeichner & Gore. 1989). However, the current literature suggests that efforts have been 
inadequate in embracing critical approaches to teacher education that are committed to 
transforming the structure of teacher education as well as the curriculum. Teacher education 
programs that uphold functionalist perspectives will most likely prepare their students to be 
non-retlective teachers who will resist making changes in the way they were taught to teach 
(Nieto et al.. 1994). Resistance is problematic for meeting the goals of equity in education. 
Preparing culturally sensitive teachers requires that they reflect critically on all aspects of the 
leaching and learning process. In their current structure, teacher education programs do not 
prepare prospective teachers to meet these essential requirements. 
Other factors 
Zeichner and Gore (1989) discuss other factors that affect teacher socialization. 
Whereas, teacher education programs socialize preservice teachers to some degree, it is 
important that we explore other e.xperiences that precede a students" formal teacher training. 
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These factors include predispositions, apprenticeship of observation, and liberal 
individualism. 
Students' predispositions 
This refers to a process by which preservice teachers are socialized heavily by their 
out-of-school relationships with their peers, family, and other teachers. The present 
researcher contends that these pre-existing relationships have powerful influences on the wa\ 
prospective teachers think, feel, and behave. Preservice teachers' worldview is shaped by 
experiences with the people with whom they have close relationships. 
Tatum (1992) found that White preservice teachers are socially conditioned to 
perceive race as an issue that should not be discussed in formal settings. White preser\ ice 
teachers" participation in multiple social arenas (i.e.. church, school, work settings, home) 
predispose them teachers to the notion that the\ should avoid discussing the topics of race. If 
prospective teachers feel uncomfortable in merely discussing race-related issues in their own 
personal social arenas. The present researcher maintains that these students will avoid these 
ver\ same issues in their classrooms. Therefore. preser\'ice teachers may be more prone 
unconsciously to deny the role that race and ethnicity play in the classroom learning 
environment. Donaldson (1997) noted her difficulties finding teachers to participate in an 
anti-racist teacher education study because most of the teachers felt that issues concerning 
racial bias in schooling were not a major concern because it no longer exists. 
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Apprenticeship of obsen ation 
Zeichner and Gore (1989) refer to this form of socialization as a process by which 
preser\'ice teachers internalize the classroom teaching practices of their own teachers from 
when they were school-age children. This notion of apprenticeship of observ ation explains to 
us thai prospective teachers will most likely iiileracl with iheir own future school-age 
children in much the same way as they were treated when they, themselves were pupils. It is 
also likely that these preservice teachers will find their oun teaching models acceptable if 
they parallel those of their former teachers. This practice is problematic because preserv ice 
teachers will less likely challenge or e.xamine their own pedagogical practices due in part to 
their earlier classroom socialization. 
The phenomenon referred to as the "hidden curriculum" is yet another barrier that is 
erected by teachers who unconsciously create classroom environments that reflect and 
support only singular perspectives (usually their own). The "hidden curriculum" is an 
occurrence that is best described by the existence of subtle messages that are sent to students 
and are not intended as being apart of the curriculum (McCormick. 1994;Nieto. 1999). 
Preservice teachers may have ditTiculties in addressing this phenomenon because their past 
classroom learning experiences leave them unable to critique, detect and modify their own 
curriculum and classroom teaching practices. McCormick (1999) described a study 
conducted b\ Lundegburg. which found that preservice teachers had great difficulty revealing 
evidence of gender bias in the classroom because they were unable to identity- and address it. 
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Liberal individualism 
Liberal individualism refers to a concept that describes how preservice teachers are 
socialized by the hidden curriculum that exists vvithin their teacher education program. 
Zeichner and Gore (1989) maintained that prospective teachers are unconsciously 
discouraged to accept and value transformative approaches lo refonning education due to the 
verv structure of their teacher education program. Prospective teachers form objectivist 
conceptions of education because they are trained in an environment that rejects the ver\' 
same theories that they are taught in the classroom. Preservice teachers also learn much 
about the appropriateness of the curriculum by obser\'ing how their teacher education 
program is organized. The organization of teacher education programs can convey important 
messages regarding the status, value, and relev ance of v arious curriculum areas. Leav ell. 
Covvart. and Wilhelm (1999) support the notion that prospective teachers' attitudes toward 
the courses offered in their program can be improv ed if their teacher education programs 
align the curriculum so that it articulates the common themes and goals throughout all aspects 
of their programs. 
rhese structures also continue to socialize teachers when they are out in the Held. 
Beginning teachers will quickly make important observ ations about their place in the 
hierarchical organization of the school, and the importance of the role they play. These 
teachers quickly learn that they have little control over work, low pay. and low social status 
(Liston & Zeichner. 1993). In this setting, prospective teachers are socialized by the system 
to believe that individuals cannot effect change in schools. The present researcher contend-s 
that, if both teacher education programs and schools continue to resist transformative 
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approaches to reforming education by not embracing multicultural program initiatives, 
prospective teachers will continue to be sent messages that support their previously held 
notions that these program efforts are unimportant. 
Preservice Teachers' Perceptions of Equity Addressed in Teacher Education Programs 
This section focuses on current literature that is directly related to preservice teachers" 
perceptions of equity in terms of their race, class, and gender. As discussed earlier, race. 
class, and gender are three interrelated concepts that are responsible for shaping the 
experiences of teachers for our nation's schools. However, some studies (Houser & 
Chevalier. 1995; McCall. 1995) support the notion that prospective teachers are unable to 
recognize the existence of race, class, and gender issues in education because of the 
likelihood of them having an individualistic orientation. As described previously. 
individualistic orientation enables prospective teachers to not perceive children as members 
of social, racial, or economic groups and to downplay the importance that race, class, and 
gender have on the learning process (Duarte & Smith. 2000). Darder (1991) stated that 
teacher education programs bear the responsibility of teaching prospective teachers to learn: 
...how to recognize when cultural and racially different groups are being 
victimized by the racist and biased attitudes of the larger society: how these 
behaviors are institutionalized in the policies and procedures of (schools) and 
programs; how these practices of excluding people are so mystified that well-
meaning advocates for change fail to see them operating; (and) how to act 
against prevailing forces that perpetuate racism, classism. and sexism, (p. 117) 
Some teacher education programs have already begun the process developing critical 
approaches to preparing preservice teachers to be culturally responsive, gender-fair educators. 
These programs have been documented in literature that discusses exactly how teacher 
education programs have addressed the issue of shaping preser\'ice teachers' perceptions 
toward equity in education in relation to race, class, and gender 
Race 
Leaveli et al. (1999) studied the etTects of the Professional Development Institute 
(PDl). a program which they created in an effort to increase the multicultural awareness of 
preservice teachers. The PDl enables preser\'ice teachers to participate in an intensive four-
week combination of course work and multicultural-based field experience in a school 
setting. Additional experiences of these prospective teachers included reading multicultural 
literature, exploring and making critical observ ations about different communities, taking 
multicultural-based field trips, and participating in diversity seminars. Leaveli concluded that 
these experiences enabled prospective teachers to challenge their previously held beliefs 
about various cultural groups and think critically about the instructional decisions they will 
make in their future multicultural classrooms. 
Montecinos (1994) examined the responses of 18 preservice teachers from diverse 
cultural backgrounds, in an etTort to determine their orientations toward multicultural 
education. These students attended a teacher preparation program located at a predominately 
White, midwestem university. More specifically, this study sought to determine whether 
students of color embrace multicultural education, and if they do. what specific pedagogical 
practices did they envision using. The study was conducted to address the notion that 
teachers of color are more willing to value the goals and practices of multicultural education. 
Montecinos found that ethnic minority preservice teachers that attend predominately White 
24 
institutions of higher learning also need etTective multicultural training. These students also 
had difficult} in embracing social reconstructionist approaches to teacher education. 
Class 
Nieto et al. (1994) reported their experiences developing and establishing a 
multicultural education course for preser\ ice teachers at San Diego State College. They 
found that preserv ice teachers had difficulty' in discussing issues of social class in their 
course. The critical issues that caused the most discomfort were discussion on homelessness. 
hunger, starvation, and great wealth. Nieto found that b\ framing the discourse on these 
issues in an historical perspective, students were less threatened by social class topics. 
In another study conducted by Boyle-Baise (1998). 65 preser\ ice teachers participated 
in a community serv ice learning project (CSL) specifically developed to work in conjunction 
with a multicultural teacher education course. This community ser\ ice learning project was a 
field experience designed to enable preservice teachers to learn about the pressures of 
parenthood, the realities of poverty, and the social inequities that exists w ithin various 
communities. Boyle- Baise found that preservice teachers used what she refers to as a 
"middle-class lens" to interpret the living situations of their students. Preserv ice teachers 
were more likely to intercede on the behalf of parents with low-incomes. Boyle-Baise's 
observations support Zeichner's and Gore's (1989) findings that prospective teachers in 
lower socioeconomic schools feel more compelled to act as representatives of their students 
and families to a greater extent than prospective teachers who teach in wealthier schools. 
Boyle-Baise concluded that CSL motivated students to want to learn more about the 
intricacies of cultural and social diversity. However, students were still not inclined to 
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critically question the various factors that contribute to social inequalities as they relate to 
conditions of poverty. 
Gender 
A study conducted by McCormick (1999) focused on determining how current teacher 
education programs" would need to evolve so that gender equity in a multicultural context 
can become an integral part of its teacher preparation mission. She found that teacher 
educators most often do not address issues of gender equity in their courses. For teacher 
education faculty to benefit from the significant research on gender issues and teaching 
contributed by women's studies scholars. McCormick suggested the following: 
1. Faculty mentoring exchanges between teacher education faculty and women's studies 
faculty. 
2. .-Mlow faculty to teach across disciplines and in other programs in an effort to broaden 
a faculty member's knowledge of other fields of study. 
3. Make feminist literature more accessible to teacher education faculty. 
4. Encourage teacher education faculty to support teacher research. 
McCormick (1999) maintained that these approaches to professionally developing teacher 
educators will aid the process of sending strong messages to prospective teachers that issues 
of gender equity in schooling must be acknow ledged. recognized, and addressed. 
.•\nother study conducted by Alquist (cited in Zeichner. Melnick. & Gomez. I996|. 
examined the responses of 30 preservice teachers who were enrolled in a multicultural 
foundations of education course at San Jose State University. She found that in her effort to 
teach her students to challenge the notion that social inequities do not exist in societ\. they 
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became more resistant to acknowledging the prevalence of sexism and racism and the role the 
play in sustaining it. Alquist's findings support Sleeter's (cited in Duarte & Smith. 2000) 
observations of her female preservice teachers. Sleeter asserts that although women 
acknowledge that sex discrimination exists, they often down play its impact because they are 
oblivious to how their lives have been shaped by it. Alquist (citcd in Zcichncr ct a!.. 19%) 
concluded that in order for preservice teachers to develop a deep understanding of an issue, 
they must critically reflect upon their own experiences. This process must occur o\ er time 
and not in a one semester course. 
Summary 
Teacher education programs have been under a tremendous pressure to prepare 
competent culturally sensitive teachers for our nation's schools. The-se programs have been 
called to respond to these pressures by examining the structure of their programs, the 
socialization of preservice teachers, as well as rethinking best instructional practices for 
preser\ ice teacher program development. 
.Although current literature indicates that some progress has been made for further 
multicultural program development, much still remains to be done. The following chapter 
describes the methodology used to conduct the current study which addresses factors and 
concepts that affect preser\ ice teachers* initial perceptions of equity in education. 
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CHAPTERS: METHODOLOGY 
The purpose of this study was to identily- factors and concepts that atYect preser\ ice 
teachers" understanding of equity issues in education and to establish a baseline of data on 
their initial responses to equit\' issues in education. To gather data for the study, an 81 -
question instrument, using a five point Likert-type scale, was designed to measure students" 
attitudes toward a range of diversity issues (Appendix A). The chapter is divided into the 
following subsections: (a) Population of the Study; (b) Development of the Instrument; (c) 
Research Procedures; and (d) Procedures for Data Analysis. 
Population of the Study 
This study examined data gathered from undergraduate prescr\ ice teachers enrolled in 
13 sections of a required undergraduate multicultural and awareness course in the 
Department of Curriculum and Instruction at Iowa State University from 1''94 through 2000. 
Specifically, the sample for this study was 397 preservice teachers who were seeking their 
undergraduate degree and teacher licensure from a major midwestem university. 
The study was based on the preservice teachers" responses to an 81 -item questionnaire 
that was administered at the first and last classes of the 16-week course. Table 1 provides a 
demographic portrait of the students. The data on this population w as gathered over a six 
year span of time. This study used an existing data set (gathered from 1994-1999) and 
additional data was gathered in the spring semester of 2000. The existing data set consisted 
of 12 sections and the data gathered in the spring semester of 2000 consisted of one section 
(See Appendix B). 
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Table 1. Demographic data of the sample population (n=397) 
Categor> Classification Frequency Valid percent 
Gender Male 112 29.6 
Female 267 70.4 
Student classification Freshman •> J 0.8 
Sophomore J 0.8 
Junior 71 18.1 
Senior 313 78.8 
Racial/ethnic background Black 7 1.8 
White J / J  95.2 
Asian 5 1.3 
American Indian 1 0.3 
Hispanic 6 1.5 
Other 0 0.0 
Political part> affiliation Democrat 155 39.9 
Republican 139 35.0 
Other 91 22.5 
Student income Less than $ 10.000 294 75.2 
SI0.000-S20.000 48 12.3 
S2I.000-S30.000 26 6.6 
S31.OOO-$40,000 15 3.8 
S41.000-S51.000 8 2.0 
NOTE: Total number and percentage values do not equal 397 and 100. respectiveK. due to non-
responses. 
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Instrument 
An 81-item. five point. Likert-t\pe scale was developed to obtain student responses. 
It included five parts: (1)6 statements that relate specifically to the course; (2) 10 statements 
that address general issues in multicultural gender-fair education: (3) 13 statements that 
address attitudes about issues in U.S. society: (4) 34 stalenients that address attitudes about 
microcultural groups in U.S. society: and (5) 18 questions requesting demographic 
information regarding the respondents" residential and marital status, political party 
affiliations, parents" occupations and socioeconomic status. 
Administering the instrument 
In 1989. two professors. Dr. Theresa McCormick and Dr. Lenola .Allen-Sommer\ ille 
who are e.xperts in the field of multicultural education designed, each having over 20-years of 
teaching and research experience, a pre and post-test instrument that measures the 
effectiveness of the multicultural education courses taught at this universit)'. In recent years, 
the instrument has been modified to assess the impact of multicultural-based field 
e.xperiences and multicultural technology curriculum development on undergraduate 
preserv ice teacher preparation. As part of the ongoing assessment of this multicultural 
education course, this instrument was used to gather data to identify factors and concepts that 
affect preserv'ice teachers" understanding of equity issues in education. 
The students were given directions about recording their responses on a machine 
scoring answer "bubble sheet.'" Then, they were directed to the graphic display of the 5-point 
Liken scale which was printed on the survey instrument and told to choose any number 
between 1 indicating "strongly agree."* 2 "agree."" 3 "imdecided." 4 "disagree."" and 5. 
30 
"Strongly disagree" in response to the 63 questions and to record their choices on the "bubble 
sheet". 
Some factors that might affect attitudes and attitude change were considered when the 
survey was dex eloped. These factors resulted in clusters of questions that have to do with 
knowledge about microcultural groups questions that address the respondent's anributions of 
characteristics of microcultural groups. These attributions fell into two clusters: Those that 
place the blame on a person's or a group's personal characteristics (e.g.. laziness, dishonesty) 
and those that place blame on systemic structural flaws (e.g.. discriminatory hiring) (Duarte 
& Smith. 2000; Garcia. 1999). 
Validation of the instrument 
The validity of the instrument was established by ensuring that course content was 
used to de\ elop the instrument. This course content, often referred to as content-related 
evidence, indicates the level to which the items on the instrument represent and measure the 
content covered during the course (Ary . Jacobs. Razavieh. 1990; Borg & Gall. 1989). 
Cronbach's alpha reliability coefficient was used to determine the internal consistency of the 
survey. .According to Ar>' et al. (1990). an instrument that yields reliability coefficients that 
range from .30 to .50 is considered reliable if results elicited from the instrument are used to 
make decisions about groups and not individuals. The survey consisted of tlve sections, four 
of which were used for reliability analyses. Section five indicates the total reliability for the 
instrument. Table 2 provides a description of the reliability coefficients of the instrument. 
Table 2. Reliability coefficients of the instrument 
Section Description Reliabilit> coefficient 
Statements that relate to the course .65 
I. Statements that address general issues in M.C.E. .40 
II. Attitudes in general about issues in .American societ\' .04 
HI. Attitudes about microcultures in .American society .73 
IV. Survey Instrument .60 
Section III of the instrument assessed preserv ice teachers' attitudes about general 
issues in American society. The reliability coetTicient for this section was low. yielding a 
score of .04. .Arv' et al. (1990) noted that the heterogeneit\ of the group and the trait being 
measured are factors that affect the reliability of an instrument. The more homogenous a 
group responds with respect to the item being measured, the lower the reliability coefficient. 
The survey respondents were a demographically homogenous group. The undergraduate 
preserv ice teachers were mostly, white, female, middle-class, and members of a major 
political party (Table I). The trait measured was the attitudes about general issues in 
.A-merican society. Because this section dealt with general diversity issues in U.S. society, it 
was difficult for the instrument to measure preservice teachers" attitudes in such a broad area. 
The reliability coefficients were higher for sections 1. II. and IV due to the fact that they 
measured attitudes about course related issues or specific microcultural groups. 
Confirmatorv factor analysis was also used to confirm that clusters of variables 
created factors that measured preservice teachers" initial perceptions toward equity, historical 
roots of racism in the U.S.. nature of culture, nature and impact of discrimination, and 
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socioeconomic class. There were 63 attitude items on the survey. Factor analysis was used 
to determine the main factors of the instrument. The factor analysis determined 18 factors 
with 50 of 63 items loaded at >0.5 on these 18 factors (see Table 3). 
The 18 factors that "fell out" of the factor analysis were labeled as constructs that 
measured pertinent concepts in this study. The results of the factor analysis are depicted in 
Table 4. Three of these 18 factors measured three dimensions of the concept of culture. The 
three dimensions of culture construct measured perceptions toward stereotypes of U.S. 
minorities, characteristics of microcultural groups, and gender. 
The 48 factors are shown in Table 5 - Table 8. with their corresponding loadings. 
The remaining 15 surv ey items did not load into any of the 18 factors and were not used for 
the data analysis. Cronbach's alpha reliability analysis was used to determine the reliabilit\ 
of each factor (see Table 9). .According to .Air) et al. (1990). an instrument that yields 
reliability coefllcients that range from .30 to .50 is acceptable if findings derived from the 
data enable the researcher to make decisions about groups. 
Research Procedures 
The sur\ ey instrument and methodology for conducting the study were reviewed and 
approved by the Committee on Use of Human Subjects in Research at Iowa State University. 
The pre-test surveys were administered to undergraduate preservice teachers enrolled in CI 
406 - Multicultural Awareness before they were exposed to any formal instruction about 
multicultural concepts. The students who participated in this study were allotted 
approximately 20 minutes to complete the survey. They were advised before the pretest that 
this surv ev- would assist the Department of Curriculum and Instruction to evaluate the 
JJ 
Table 3. Constructs derived from factor analysis 
Factor Question Lonstruet 
1. Multieultural non-sexist (MC'N'S) competence is important tor teachers in 
today's schools. 
2. The use ot" VtCNS approach in the classroom is important. 
.1. [i\er> subject ol'our curriculum should incorporate .SICNS inl'urmation 
4. I am committed to teaching from a .VICN.S perspective. 
5. Contributions from man> backgrounds should be included in .-\merican 
education. 
1. Homose.xuality is de\ iant behavior. 
2. Vlcn. on the average, are better suited emotionally tor politics than are most 
women. 
J. The leaders ofwomen's rights groups arc try ing to turn women into men. 
4. Most ot'the important decisions in the family should be made by me. 
5. A wife should not expect her husband to help around the house at the end of 
the work day. 
6. .A working mother can estabhsh a secure relationship with a mother who is 
not employed. 
Homosexuality is usually caused by a dyslijnctional relationship vvith the 
mother 
S. If I discovered that a friend wa.N gay or lesbian. I would terminate my 
relationship with hira'her. 
i The majority of the homeless in the I nited States are alcoholics and drug 
•iddicts. 
2. fhe maiiirity of society's problems are caused by ethnic groups. 
V .Mrican .•\mcrican> are poor because they lack ambition. 
4 The high percentage of Hispanics who dropout of high school can be 
attributed to their tendency to live tor today. 
5 The high incidence of teenage pregnancies among RIacks is due to their 
above average promiscuity. 
(1. I nemployment among Native .American Indians can be attributed to their 
high incidence of alcoholism. 
I fhe internment of Japanese Americans during World War II was necessary 
tor .American security. 
2. The internment of Japanese Americans during world War II was just 
treatment of this group. 
I i-.quity exists in the cla.ssroom today 
2. Rcgardles> of their ethnicity, today "s citizens of the I ..S. have an equal 
chance of being successtul. 
3 Women are an oppressed group in the l .S. 
4. Gender discrimination occurs in the I '.S. 
5. Racial discrimination occurs in the I .S. 
6. Achievement in the t .S. is linked to ethnicity. 
I African Americans make better athletes than managers. 
2. Asian students tend to be "curve-busters" 
I would not be opposed to living next to a group home for people with 
developmental disabilities. 
1. .A woman should not let children stand in the way of a career. 
2. A man should not let children stand in the wav of a career. 
Equity in education 
Gender Socialization 
Group (.'haracteristics 
Historical roots ol racism in 
the I .S 
Equity in I .S. 
Cultural stereotypes 
Exceptionalities 
Gender roles 
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Tables. (Continued) 
Factor Question Construct 
9 1. AtHrmative action is a form ofroversc discrimination. Discrimination 
T DitTercnccs in Black and White incomes today are duo to discrimination in 
government. 
3. DitTerences in black and white incomes today are due to discrimination in 
industry. 
1 < \ The contributior.:; of sorr.c groups deser.e rr.crs iner.tiun uha.". ei-hers. 
11 if there is a military draft both men and women .should be included. (jender faime.ss 
12 1. The tundaments of United States history are Lurocentric. American solidarity 
1 As Americans, it is important for us to learn lirst what we share in common 
bctbre we learn about our ditVerences. 
13 i. We must teach basic .American history and culture. Perceptions of dominant 
The Cnited States is a multicultural, pluralistic nation. culture 
14 Socioeconomic status has little relationship to academic achievement. Socioeconomic status and 
academic achievement 
15 Proportionately speaking tew Whites arc poor. Socioeconomic status and 
European Americans 
If) African Americans made economic gains during the I98()s. Socioeconomic status and 
African .Americans 
17 1 leel prepared to teach from an MC'NSI- perspective. Readiness to teach t'mm a 
multicultural perspective 
IS The majority of people in prison are Black. Perceptions of African 
Americans 
Table 4. Results of the factor analysis (18 factors & loading >0.5) 
Factoid Items (variables) 
I 01 02 04 06 14 
*> 29 30 43 47 48 49 50 51 
3 22 36 40 57 58 63 
4 39 44 
5 03 20 26 27 28 35 
6 45 60 
7 62 
8 •> -1 
9 21 55 56 
10 15 
1 1 24 43 
12 08 09 
13 07 17 
14 16 
15 37 
16 53 
17 05 
18 38 
Questions left out: 10. 11. 12. 13. 18. 19. 25.31. 34.41.42. 54. 59.60.61 
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Table 5. Loadings for the factors 1-5 of the sur\'ey instrument 
Item Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 
Equil> in Ocnder Sdc. Cultural Dep. Hi.storical R. Eiquiiv in I ,S. 
Education 
Oues 1 .780 
Ques 2 .821 
Ques 4 .752 
Ques 6 .706 
Ques 14 .607 
Oues 29 .580 
Ques 43 .423 
Oues 47 .604 
Oues 48 .514 
Oues 49 .552 
Oues 50 .641 
Oues 51 .495 
Oues 22 .591 
Oues 36 .470 
Oues 40 .487 
Oues 57 .428 
Oues 58 .427 
Oues 63 .449 
Oues 39 .765 
Oues 44 .726 
Oues 3 .614 
Oues 20 .513 
Oues 26 .576 
Oues 27 .471 
Ones 28 .414 
Oueb 35 .585 
Table 6. Loadings for the factors 6-10 of the sur\'ey instrument 
Item Factor 6 Factor 7 Factor 8 Factor 9 Factor 10 
Cultural l.\ccptu)nalitics. (.icndcr R. Di.sLTlminaiion l.qualii\ 
Stcrcotvpcs 
Oues 60 .655 
Oues 45 .466 
Oues 62 .721 
Oues 32 .935 
Oues 33 .947 
Oues 21 .402 
Oues 55 .765 
Oues 56 .712 
Oues 15 .538 
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Table 7. Loadings for the factors 6-10 of the surv ey instrument 
Item Factor 11 Factor 12 Factor 13 Factor 14 Factor 15 
Gender Fairness •American 
SoliiJarii\ 
Perceptions ot" 
dominani culture 
Socioeconomic 
academic achiev. 
Socioeconomic 
Status [iuro Amer. 
Ques 24 
Ques 43 
Ques 8 
Ques 9 
Ques 7 
Ques i 7 
Ques 16 
Ques 37 
.702 
.421 
.662 
.562 
.574 
.743 
.803 
.839 
Table 8. Loadings for factors 16-18 of the sur\ ey instrument 
item Factor 16 Factor 17 Factor 18 
Socioeconomic Readiness to Perceptions of 
or AI'rican Amer. teach •African •Americans 
Ques 53 .770 
Ques 5 .722 
Ques 38 ^ 
Table 9. Reliability Analysis of each Factor 
Factor N of items Reiiabilirv CoetTicient 
1 5 .8520 
8 .7081 
6 .7785 
4 .7890 
5 6 .3780 
6 .5633 
1 
8 .9768 
9 •s J .6491 
10 1 -
1 1 .6938 
12 .2892 
13 .3641 
14 1 -
15 1 -
16 1 -
17 1 -
18 I -
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effectiveness of the multicultural gender-fair education course. Students were also notified 
that all responses on the survey would be kept confidential and would be matched to their 
post-test by an identification number. The students randomly selected this identification 
number during the administration of the pretest and they were then asked to write this number 
down on a code sheet and on their scan sheet. The code sheet wab removed from the sealed 
envelope and given to the students so that they could refer to it for their identification number 
during administration of the post-test. The identification number was then entered on the 
scan sheet so each individual student's pretest and post-test could be matched. 
In this study only the pretest surveys were selected for analysis of the students' 
responses because the purpose of the study was to establish a baseline of data on their initial 
responses to equity issues in education. Data were gathered from the administration of the 
pretest sur\'ey b\ this researcher at the beginning of each 16-week course over a period of si.x 
years. These data were used to establish a baseline of information to describe undergraduate 
preser\ ice teachers" initial perceptions of equit\ in education as they began the final two 
years of their undergraduate preser\ ice teacher program. .'\t the completion of administration 
of each pretest, each set of surv eys from one class was sent to the Compulation Center to be 
scanned and e-mailed to the researcher by the ISL- Vincent server system so that it could be 
easiK imported into SPSS for data analysis. 
Data Analysis 
Descriptive statistics (mean, median, mode, and frequency) were used to analyze the 
demographic data trom the survey instrument. Descriptive statistical methods were 
performed to answer the research questions of this study. The 1998 version of the Statistical 
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Package for the Social Science (SPSS) for Windows. Release 8.0. was used to carrv- out the 
analyses for this study. Correlation analysis test procedures were employed to determine if 
relationships existed between variables that were identified in the study. .A. correlation study 
enables the researcher to understand complex and dynamic relationships and to develop 
theories about behaviorai phenomenon (Ar) el al.. 1990; Burg &. Gall. 1989). 
The most commonly used levels of significance in behavioral science research, and 
more specifically in the field of education, are a = 0.05 and 0.01 (Ary et al.. 1990). However, 
due to the descriptive nature of the study, a conserv ative level of significance of a = 0.05 was 
selected. 
Summary 
The methodology used in this studs was presented in terms of the sample population, 
instrument, results of the factor analysis, research procedure, and the methods used for data 
analysis. The results and findings will be presented in the following chapter as determined by 
range, correlation, and regression analyses. 
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CHAPTER 4: RESULTS AND FINDINGS 
Introduction 
The results of the statistical analysis applied to the data gathered from the instrument 
are reported. The study focused on preser\'ice teachers' initial perceptions of equity in 
education. To test the null hypotheses of this study, the survey was administered to 397 
undergraduate preserv ice teachers enrolled in 13 sections of a required undergraduate 
multicultural and awareness course in the Department of Curriculum and Instruction at Iowa 
State University from 1994 through 2000. 
This chapter is organized into three sections. The first section presents the results of 
the confirmatory factor analysis that is performed on items in the survey. The second section 
presents the results of the data analysis conducted to reject or accept the eleven null 
hypotheses that framed this study. The final section of this chapter presents a summars of 
the results and findings of the study. It is important to note that research questions six and 
seven emerged after the contlrmatory factor analysis of the sur\ ey instrument revealed that 
two equity constructs were being measured. These constructs were labeled "cquit\ in 
education" and "equity in the United States." These two constructs turned out to have 
powerful explanatory meaning for this study. 
Analysis of the Sun ey Instrument 
.An 81 -item, five point. Likert-type scale was developed to obtain student responses. 
The Likert scale had a range of 1 "strongly agree." 2. "agree." 3. "undecided." 4 "disagree." 
and 5. "strongly disagree". The instrument included five parts: (1)6 statements that relate 
specifically to the course; (2) 10 statements that address general issues in multicultural 
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gender-fair education: (3)13 statements that address attitudes about issues in U.S. societv" 
(4) 34 statements that address attitudes about microcultural groups in U.S. society; and (5) 18 
questions requesting demographic information regarding the respondents" residential and 
marital status, political party affiliations, parents" occupations, and socioeconomic status. 
.A.S previoublv reported. 63 items on the instrument loaded at p=.05 into 18 factors. 
These 18 factors that "fell out"" of the factor analysis of the surv ey (Table 3) formed the 18 
constructs that encompass many dimensions of the four concepts that the literature identifies 
as factors that shape preserv ice teachers perceptions of equity in education. These concepts 
were referenced in the 18 factors into which the instrument items loaded (Table 5 - Table 8). 
Eight of the original factors (1. 2. 3. 4. 5. 6. 8. and 9) formed the constructs used for data 
analyses in the study (see Table 10). 
Results of Hypotheses Testing 
The results are presented and discussed based on each research question and 
corresponding null hypothesis. 
Research Question I: IVhat is the ranf^e in difference among preservice leuchers ' initial 
perception toward equity in education? 
Ho 1: There is no range in difference among preservice teachers" initial perception toward 
equity in education. 
Descriptive statistics were analyzed to determine the range in difference of preserv ice 
teachers" perceptions of equity in education. Table 11 presents the means, standard 
deviations, and ranges of the variables that measured the equity in education construct. The 
response distributions (frequencies, percentages, and histograms) of surv ey items are 
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Table 10. Constructs used for data analyses 
Factor Question Construct 
1 1. Multicultural non-se\ist (MCNS) competence is important tor teachers in Equity in education 
toda> 's schools. 
•> The use of MCNS approach in the classroom is important. 
3. Hver> subject of our curriculum should incorporate MCNS inlbrmation 
4. I am committed to teaching I'rom a MCNS perspecti\e. 
5. Contributions (rom man\ backgrounds should be included m .American 
education. 
t 1. Homose.\ualii\ is deviant beha%ior. Gender Socialization 
Men. on the average, are better suited emotionally for politics than arc 
most women. 
3. The leaders of women's rights groups are tr\ ing to turn women into men. 
4. .Most of the important decisions in the I'amily should be made bv me. 
5. wife should not e.\pect her husband to help around the house at the end 
of the work dav. 
6. .-V working mother can establish a secure relationship with a mother who is 
not employed. 
T Homosexuality is usually caused by a dysfunctional relationship with the 
mother. 
8. If 1 di.scovered that a friend wa.s gay or lesbian. 1 would terminate my 
relationship with him. her. 
J 1. The majority of the homeless in the United States are alcoholics and drug Group Characteristics 
addicts. 
The majority of society's problems are caused by ethnic groups. 
.1. •\frican .Americans are poor because they lack ambition. 
4 The high percentage of Mispanic.s who drop of high school can be 
attributed to their tendency to live t'or today. 
5, I hc high incidence of teenage pregnancies among Blacks is due to their 
above average promiscuity. 
6. I nemployment among Native .American Indians can be attributed to their 
high incidence of alcoholism. 
4 1. The internment of Japanese .Americans during World W ar II wa.s necessary Historical roots ol racism in 
tor American security. the L .S. 
rhe internment of Japanese .Americans during worid War 11 wa.s just 
treatment of this group. 
1 I quity exists in the classroom today. l-quity in I S 
•> Regardless of their ethnicity, today's citizens of the I '.S. have an equal 
chance of being successf ul. 
3. W omen are an oppres.sed group in the I. .S 
4. (ienderdi-scrimination occurs in the I .S. 
5. Racial discnmination occurs in the I'.S. 
(1. Achievement m the I .S. is linked to ethnicity. 
6 1, Atrican .Americans make better athletes than managers. Cultural stereotypes 
"* Asian students tend to he "curvc-bustcrs". 
8 1. A woman should not let children stand in the way of a career. Gender roles 
.A man should not let children stand in the way of a career. 
4) 1. .Artlrmative action is a t'orm of reverse discrimination. Discrimination 
T DitTerences in Black and White incomes today are due to discrimination in 
government. 
3. Differences in black and white incomes today are due to discrimination in 
industry. 
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Table 11. Range in difference among preser\ ice teachers" perceptions of equity in 
education (N=397) 
Item Mean Std. Dev. Range 
Multicultural Education competence 
is imponant for teachers. 
1.3007 .5828 4 
Multicultural Education approaches in 
the classroom is important. 
1.4156 .6365 4 
Ever\ subject should incorporate 
multicultural info. 
1.8816 .9367 4 
Commitment to teaching from 
a multicultural perspective. 
1.8035 .7665 4 
Contributions from many backgrounds 
should be included in education 
1.5264 .6174 3 
presented in Appendix B. As shovsn in Table 11. there was some variance in preservice 
teachers" initial perceptions of equity in education. 
Research question 2: Is there a relationship henveen preservice teachers ' initial perceptions 
of equity in education and their initial perceptions toward the historical roots of racism in 
the i .S. :' 
Ho 2; There is no relationship between preservice teachers' initial perceptions of equity in 
education and their perceptions of the historical roots of racism in the U.S. 
Correlation analyses were used to determine whether a relationship existed between 
undergraduate preserv ice teachers" perceptions of equity and their perceptions of the 
historical roots of racism in the U.S. Results showed that the Pearson correlation coefficient 
yielded from the analysis of preservice teachers" perceptions of equity in relation to 
education was statistically significant at the p<.01 (see Table 12). This test reported a 
correlation coefficient of .305. The results indicated that the data rejected the null 
hypotheses (Ho) and accepted the ahemative hypothesis (Ha). Therefore. 9% of the variation 
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Table 12. Relationship between preser\ ice teachers* initial perceptions of equit> and their 
perception of the historical roots of racism in the U.S. 
Historical roots of racism in the U.S. 
Equity in Education .305»* 
Equity in the United States .062 
**p<.01 
in preservice teachers' perceptions of equity in education is explained by their perceptions of 
the historical roots of racism in the U.S. However, no relationship existed between 
preserv ice teachers* perceptions of equity in relation to the United States and their 
perceptions of the historical roots of racism in the U.S (see Table 8). 
Research question 3: Is there a relalionship between preservice teachers ' perceptions initial 
perceptions ot equity and their initial perceptions of the nature of culture? 
Ho3: There is no relationship between preser\ ice teachers' perceptions initial perceptions of 
equity and their initial perceptions of the nature of culture. 
Correlation analyses were used to ascertain whether a relationship existed between 
undergraduate preserv ice teachers' perceptions of equity and their perceptions of the nature 
and impact of culture. Three constructs were used to measure culture. These constructs were 
gender, group characteristics of microcultural groups, and stereotypes of U.S. minority 
groups. The results showed that the Pearson correlation coefficient yielded from the analysis 
of preserv ice teachers' perceptions of equity in relation to education was statistically 
significant at the p<.01 for all three constructs. This test reported correlation coetllcients of 
.506. .458. and .388 for gender, group characteristics of microcultural groups, and 
stereotypes of U.S. minority groups, respectively. Therefore. 26% of the variation in 
preservice teachers' perceptions of equity in education is explained by their perceptions of 
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gender. Twenty-one percent of the variation in preser\ ice teachers" perceptions of equity in 
education is explained by their perceptions of group characteristics of microcuitural groups, 
and 15% of the variation in preservice teachers" perceptions of equity in education is 
e.xplained by their perceptions of stereotypes of U.S. minority groups. 
A weaker, yet statistically significant, relationship existed between preser. ice 
teachers" perceptions of equity in relation to the United States and their perceptions of the 
nature and impact of culture. The results showed that the Pearson correlation coetTicient 
yielded from the analysis of preservice teachers" perceptions of equity in relation to the 
United States was statistically significant at the p<.01 for two of the three constructs (see 
Table 13). This test reported a correlation coefficients of .217. .157. and .118 for gender, 
group characteristics of microcuitural groups, and stereotypes of U.S. minority groups, 
respectively. Therefore. 5% of the variation in preservice teachers' perceptions of equity in 
the United States is explained by their perceptions of gender. Two percent of the variation in 
presen ice teachers" perceptions of equity in the United States is explained by their 
perceptions of group characteristics of microcuitural groups. One percent of the variation in 
preser\ ice teachers" perceptions of equity in the United States is explained by their 
perceptions of stereotypes of U.S. minority groups. 
Table 13. Relationship between preservice teachers* initial perceptions of equity and their 
perception of the nature and impact of culture 
Culture 
Construct Gender Group characteristics Stereotypes 
Equity in Education .506*» .458** .388»* 
Equity in the United States .217** .157** . 1 1 8 *  
*p<.05; **p<.OI 
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Research Question 4: Is there a relationship between preservice teachers ' initial perceptions 
of equity and their initial perceptions of the nature and impact of discrimination? 
Ho 4: There is no relationship between preservice teachers' initial perceptions of equity and 
their perceptions of discrimination. 
Correlation analyses were used to determine whether a relationship existed between 
undergraduate preservice teachers' perceptions of equity and their perceptions of the nature 
and impact of discrimination. The results showed that the Pearson correlation coefficient 
yielded from the analysis of preservice teachers' perceptions of equity in relation to 
education was not significant. This test reported a correlation coetTicient of .095. However. 
there was a significant relationship between preser\ ice teachers' perceptions of equity in 
relation to the United States and their perception of discrimination at the p <.01 level. 
Therefore. 6% of the variation in preser%ice teachers' perceptions of equity in education is 
explained by their perceptions of the nature and impact of discrimination (see Table 14). 
Table 14. Relationship between preserv ice teachers' initial perceptions of equity and their 
perception of discrimination 
Construct Nature and impact of discrimination 
Equity in Education .095 
Equit\ in the United States .245** 
**p<.Ol 
Research Question 5: is there a relationship between preservice teachers' initial perceptions 
of equity and their initial perceptions of socioeconomic class? 
Ho 5: There is no relationship between preservice teachers' initial perceptions of equity and 
their perceptions of socioeconomic class. 
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Correlation analyses were used lo determine whether a relationship existed between 
undergraduate preservice teachers' perceptions of equity and their perceptions of 
socioeconomic class. The results showed that the Pearson correlation coefficient yielded 
from the analysis of preserv ice teachers" perceptions of equity in relation to education was 
statistically significant at the p<.05. This test reported a correlation coefficient of 120. 
Therefore. \% of the variation in preservice teachers" perceptions of equity in education is 
explained by their perceptions of socioeconomic class. However, no relationship existed 
between presers'ice teachers" perceptions of equity in relation to the United States and their 
perceptions of socioeconomic class (see Table 15). 
Table 15. Relationship between preservice teachers" initial perceptions of equity and their 
perception of socioeconomic status 
Construct Socioeconomic status 
Equit\ in Education .120* 
F.quit\ in the United States .021 
* p<.05 
Research Ouestion 6: Which construct (the nature of culture, socioeconomic class, the 
historical roots of racism in the i'.S.. or the nature and impact of discrimination) had the 
i^reatest impact on preservice teachers ' initial perceptions of equity in education? 
Hypothesis 6 and 7 were tested by multiple linear regressions. These hypotheses 
were based on the full model (see Table 16). The four constructs in Full Model I contribute 
significantly to approximately 30% of the variance in the perceptions of equity (R"= .30. 
p=.000). The regression equation for Full Model 1 is as follows (Eq. I): 
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Table 16. Summary' of multiple linear regression models for the analysis of variance of 
perceptions of equity in education (N=397) 
Model/Equation variables R- F P T ratio P \alue 
Full Model 1 30 27.793 .000-
History -.005 0.10 .920 
Culture -171 -2.79 .006* 
Stereotypes -.128 -0.23 .022* 
Gender -.333 -5.90 .000* 
Discrimination .068 1.58 .115 
Socioeconomic class -.020 -0.46 .648 
Reduced Model I . 1 1  15.795 .000 
History -.296 -6.15 .000* 
Discrimination .082 1.72 ,087 
Socioeconomic class -.080 -1.65 .0«'9 
Reduced Model 2 .30 33.378 .000 
MistorN .004 .081 .^^36 
Culture -.173 -2.82 .005 
Stereotvpes -.127 
00 r
 j 
r i • .023 
Gender -.336 -6.00 .000 
Discrimination .069 1.60 . 1 1 2  
Reduced Model J .29 32.565 .000 
Histor\ .009 0.173 .863 
Culture -.187 o
 
oo
 
.002 
Gender -.333 -5.91 .000 
Stereotypes - . 1 1 5  -2.08 .038 
Socioeconomic class -.022 -.514 .608 
Reduced Model 4 .30 33.923 .000 
Culture - . 1 7 1  -2.87 .004 
Gender -.331 -5.94 .000 
Stereot\pes -.129 -2.40 .017 
Socioeconomic class -.019 -.437 .663 
Discrimination .071 1.64 . 1 0 1  
R'=Amount of variance accounted for by the model. 
^Significant at a=.05 level. 
p=Standardized regression coefficient. 
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Full Model 1 (Eq. 1) 
Equity in Education = .005 Histon - .171 culture 
.128 Cultural stereotypes - .333 Gender 
+.068 Discrimination +.020 Socioeconomic Status 
Ho 6-1: Culture does not contribute significantly to the variance in equity in education after 
controlling for socioeconomic class, historical roots of racism in the U.S. and the nature and 
impact of discrimination. 
The results elicited from the estimation of Full Model 1 (Table 16) indicate that 
perceptions of culture was significant at the .01 and .05 levels in predicting perceptions of 
equity in education (P= .171. p= .006: p= .128. p= .022; P= .333. p= .000). Therefore, null 
hypothesis Mo 6:2 was not rejected. 
Reduced Model 1 (Table 16) shows the proportion of the variance in perceptions of 
equity accounted for by culture. This model included the variables of Full Model 1. except 
culture constructs. After controlling for culture, the amount of variance (R") decreased from 
.30 to .11 (Tablel6). Therefore, perceptions ofculture accounted for 19% of the variance in 
perceptions of equity in education. Following is the regression equation for Reduced Model 
1 (Eq.2). 
Reduced Model 1 (Eq.2) 
Equity in Education = .29 History + .08 Discrimination 
+.08 Socioeconomic Status 
Ho 6-2: Socioeconomic class does not contribute significantly to the variance in equity in 
education after controlling for Discrimination, historical roots of racism in the U.S. and 
culture. 
Reduced Model 2 (see Table 16) shows the proportion of the variance in perceptions 
of equity accounted for by socioeconomic status. This model included the variables of Full 
Model I e.xcept the socioeconomic construct. After controlling for socioeconomic status. R" 
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slightly decreased from .303 to .302 (Table 16). Therefore, perceptions of socioeconomic 
status accounted for less than 1% of the variance in perceptions of equity in education. 
Following is the regression equation for Reduced Model 2 (Eq. 3): 
Reduced Model 2 (Eq. 3) 
Equity in Education = .004 Histor\ - .173 culture 
.127 Cultural stereotypes - .336 Gender 
-.069 Discrimination 
Ho 6-3: Discrimination does not contribute significantly to the variance in equity in 
education after controlling for socioeconomic class, historical roots of racism in the U.S. and 
culture. 
Reduced Model 3 (refer to Table 16) shows the proportion of the variance in 
perceptions of equity accounted for by discrimination. This model included the variables of 
Full Model I except the socioeconomic construct. In comparing the squared multiple 
correlations (R') of Full Model 1 and Reduced Model 3. the R" decreased from .30 to .29 
(Table 16). Therefore, perceptions of discrimination accounted for 1% of the variance in 
perceptions of equity in education. The regression equation for Reduced Model 3 is as 
follows (Eq. 4): 
Reduced Model 3 (Eq. 4) 
Equity in Education = .009 History - .187 culture 
.115 Cultural stereotypes - .333 Gender 
-.022 Socioeconomic Status 
Ho 6-4; Historical roots of racism in the U.S. does not contribute significantly to the variance 
in equity in education after controlling for socioeconomic class, historical roots of racism in 
the U.S. and the nature and impact of discrimination. 
Reduced Model 4 (Table 16) shows the proportion of the variance in perceptions of 
equity accounted for by discrimination. This model included the variables of Full Model 1 
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except the historical roots constructs. .After controlling for history', the R' did not decrease 
(Table 16). Therefore, perceptions of the historical roots of racism did not account for any 
variance in the perceptions of equity in education. Following is the regression equation for 
Reduced Model 4 (Eq. 5): 
Reduced Model 4 (tq. 5) 
Equity in Education = - .171 Culture .115 Cultural Stereotypes 
.333 Gender +.022 Socioeconomic Status +.071 
Discrimination 
Research Question Which construct (the nature ofculturc. socioeconomic class, the 
historical roots of racism in the L'.S.. or the nature and impact of discrimination) had the 
greatest impact on preservice teachers' initial perceptions of equity in the United Stales? 
The four constructs in Full Model 1 contribute significantly to approximately 11% of 
the variance in the perceptions of equity (R'= .11. p= .000. see tabic). The regression 
equation for the Full Model 1 is as follows (Eq. 6): 
Full Model 1 (Eq. 6) 
Equity in the United States = .005 History - .171 culture 
.128 Cultural stereotypes - .333 Gender 
-.068 Discrimination +.020 Socioeconomic Status 
The results elicited from the estimation of Full Model 1 indicate that perceptions of 
one aspect of culture, gender as well as perceptions of discrimination were both significant at 
the .01 level in predicting perceptions of equity in education (P= .192. p= .003: p- .233. 
p=.000). Therefore, the null hypothesis Ho 6:2 failed to be rejected. 
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Ho 7: Culture does not contribute significantly to the variance in equity in the U.S. after 
controlling for socioeconomic class, historical roots of racism in the U.S. and the nature and 
impact of discrimination. 
Reduced Model 1 (see Table 17) shows the proportion of the variance in perceptions 
of equity accounted for by culture. This model included the variables of Full Model I. 
except the culture constructs, .'\fter controlling for culture. R" decreased from .11 to .06 
(Table 17). Therefore, perceptions of culture accounted for 5% of the variance in perceptions 
of equity in the United States. The regression equation for Reduced Model 1 is as follows 
Ho 6:3 Socioeconomic class does not contribute significantly to the variance in equity in 
education after controlling for Discrimination, historical roots of racism in the U.S. and 
culture. 
Reduced Model 2 (Table 17) shows the proportion of the variance in perceptions of 
equity accounted for by socioeconomic status. This model included the variables of Full 
Model 1. except the socioeconomic construct, .•^rter controlling for socioeconomic status. R" 
slightly decreased from .11 to .10 (Table 17). Therefore, perceptions of socioeconomic 
status accounted for less than 1% of the variance in perceptions of equity in the United 
States. The regression equation for Reduced Model 2 is as follows (Eq. 8): 
(Eq. 7): 
Reduced Model 1 
Equity in the United States = .29 Histor> .08 Discrimination 
-.08 Socioeconomic Status 
(Eq. 7) 
Reduced Model 2 
Equity in Education = .004 History' - .173 culture 
(Eq. 8) 
.127 Cultural stereotypes - .336 Gender 
-r-.069 Discrimination 
Table 17. Summary of multiple linear regression models for the analysis of variance in 
perceptions of equity in the United States 
Model/Equation variables R- F P T ratio P value 
Full Model I .11 7.456 
O
 
o
 
o
 
History .069 1.15 .249 
r nltiire -.OJ3 -0.47 .634 
Stereotypes -.053 -0.83 .406 
Gender -.192 -2.99 .003* 
Discrimination .233 4.74 .000* 
Socioeconomic class .066 1.33 .183 
Reduced Model I .062 8.659 O
 
o
 
o
 
«
 
History .058 -1.17 .241 
Discrimination .242 4.92 .000* 
Socioeconomic class .038 0.763 .446 
Reduced Xfodel 2 .10 8.573 .000' 
Historv .073 1.21 .225 
Culture .027 -0.38 .697 
Stereotypes .059 -0.93 .353 
Gender ,182 -2.85 .004* 
Discrimination .231 4.71 .001' 
Reduced Model} .05 4.289 .001* 
Historv .061 0.99 .320 
Culture .055 -0.77 .439 
Gender .215 -3.28 .001* 
Stereotspes O i l  -3.28 .86(1 
Socioeconomic class .061 0.99 .320 
Reduced Model 4 . 1 0  8.954 .000* 
Culture -.016 -0.24 .810 
Gender -.180 -2.84 .005' 
Stereot>pes -.037 -0.60 .543 
Socioeconomic class .069 1.40 .160 
Discrimination .235 4.80 .000* 
R'=Aniount of variance accounted for by the model. 
^Significant at a=.05 level. 
p=Standardized regression coefficient. 
Ho 7: Discrimination does not contribute significantly to the variance in equity in the U.S. 
after controlling for socioeconomic class, historical roots of racism in the U.S. and culture. 
Reduced Model 3 (Table 17) shows the proportion of the variance in perceptions of 
equity accounted for by discrimination. This model included the variables of Full Model 1. 
except the socioeconomic status construct. In comparing the squared multiple correlations 
(R') of Full Model 1 and Reduced Model 3. the R decreased from .11 to .05 (Table 17). 
Therefore, perceptions of discrimination accounted for 6% of the variance in perceptions of 
equity in education. The regression equation for Reduced Model 3 is as follows (Eq. 9): 
Reduced Model 3 (Eq. 9) 
Equity in the United States = .061 Historv - .055 culture 
.011 Cultural stereotypes - .215 Gender 
^.061 Socioeconomic Status 
Ho 7: Historical roots of racism in the U.S. does not contribute significantly to the variance 
in equity in the U.S. after controlling for socioeconomic class, historical roots of racism in 
the U.S. and the nature and impact of discrimination. 
Reduced Model 4 (Table 17) shows the proportion of the variance in perceptions of 
equity accounted for by perceptions of the historical roots of racism in the U.S. This model 
included the variables of Full Model 1. e.xcept the historical roots construct. After 
controlling for historv'. the R~ did not decrease (Table 17). Therefore, perceptions of the 
historical roots of racism did not account for any variance in the perceptions of equit\ in the 
United States. The regression equation for Reduced Model 4 is as follows (Eq. 10): 
Reduced Model 4 (Eq. 10 i 
Equity in the United States = - .171 Culture .115 Cultural Stereotypes 
- .333 Gender -.022 Socioeconomic Status -^.071 
Discrimination 
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Summary' 
This chapter presented the results from the confirmator\' factor analysis of the surv ey 
instrument. Forty-eight items on the instrument loaded into 18 factors which encompassed 
many dimensions of the four concepts on which the study was based. 
The second section presented the results of seven research questions. These questions 
were answered by testing 13 null hypotheses using correlation and regression analyses. 
These statistical analysis procedures identified three constructs that were significantly related 
to preservice teacher perceptions of equity in education and two constructs that were 
significantly related to preservice teacher perceptions of equity in the United States. The 
results from this study also indicated that many factors influence preserv ice teachers" 
perceptions of equity. These factors consisted of preservice teachers" perceptions of the 
nature of culture, nature and impact of discrimination, and the historical roots" of racism in 
the U.S. 
Chapter 5 will discuss interpretations and implications of the findings, and make 
recommendations for future research. 
CHAPTER 5: SUMMARY, DISCUSSION, AND IMPLICATIONS 
The purpose of this chapter is to discuss the results of the study. Chapter 5 begins 
with a summarization of the study, followed by a discussion of the findings, implications, 
and recommendations for future research. 
Summary 
The purpose of this study was to identify factors and concepts that affect preservice 
teachers" understanding of equity issues in education and to establish a baseline of data on 
the preservice teachers' initial responses to equity issues in education. This investigation was 
designed to examine relationships between preserv ice teachers" perceptions of equity and 
their perceptions of culture, historical roots of racism, socioeconomic status, and 
discrimination. In addition, this study sought to determine whether these concepts 
significantly affected the preservice teachers' initial perceptions of equity. 
This study e.xamined data gathered from undergraduate preservice teachers enrolled 
in 13 sections of a required undergraduate multicultural and awareness course in the 
Department of Curriculum and Instruction at Iowa State University from IW4 through 2000. 
Specifically, the sample for this study was 397 preservice teachers who were seeking their 
undergraduate degree and teacher licensure. 
The data used in this study were derived from an 81-item, five point Liken-type scale 
survey. This survey measured possible factors that afiect or inform undergraduate preser\ ice 
teachers" attitudes toward race, class, and gender and their attributions of cause of problems 
they associate with ethnicity, race, class, and gender. 
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Summar}' of hypothesis testing 
The discussion of the findings is organized based on the research questions. 
Research Question I: What is the range in difference amongpreserxice teachers ' initial 
perception of equity in education? 
Research question one sought to determine the range in difference among preser\ ice 
teachers" initial perceptions of equity in education. Descriptive statistical methods were 
performed to determine the mean, standard deviation, and range of preservice teachers" 
perceptions of equity in education. Results from the descriptive analysis indicate that 
preservice teachers" initial perceptions of equity in education varied greatly. Overall. 
however, most preservice teachers had favorable perceptions of equity in education. 
Research question 2: Is there a relationship between preservice teachers' initial perceptions 
of equity in education and their initial perceptions toward the historical roots of racism in 
the i'.S. '.' 
Research question two examined the relationship between preservice teachers" initial 
perceptions of equity and their initial perceptions of the historical roots of racism in the U.S. 
Results from the correlation analyses determined that a statistically significant relationship 
e.xisted between preservice teachers" initial perceptions of equity in education however, no 
significant relationship was found in relation to perceptions of equity in the United Slates. 
Research question 3: Is there a relationship between preservice teachers' initial perceptions 
of equity and their initial perceptions of the nature of culture? 
Research question three examined the relationship between preser\ ice teachers" 
initial perceptions of equity and their initial perceptions of the nature of culture in the U.S. 
Results from the correlation analyses determined that a statistically significant relationship 
existed between preservice teachers' initial perceptions of equity in education and in the 
United States. 
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Research Question 4: Is there a relationship herween preservice teachers' initial perceptions 
of equity and their initial perceptions of the nature and impact of discrimination? 
Research question four examined the relationship between preserv ice teachers' initial 
perceptions of equity and their initial perceptions of the nature and impact of discrimination. 
Results fi-om the correlation analyses determined no significant relationship existed between 
preservice teachers" initial perceptions of equity in education however, a significant 
relationship was found in relation to preservice teachers" perceptions of equity in the United 
States. 
Research Question 5: Is there a relationship between preservice teachers ' initial perceptions 
of equity and their initial perceptions of socioeconomic class? 
Research question five examined the relationship between preservice teachers" initial 
perceptions of equity and their initial perceptions of socioeconomic status. Results from the 
correlation analyses indicated that a significant relationship did exist between preserv ice 
teachers" initial perceptions of equity in education however, no significant relationship was 
t"ound in relation to preserv ice teachers" perceptions of equity in the United States. 
Research Question 6: Which construct (the nature of culture, socioeconomic class, the 
historical roots of racism in the L'.S.. or the nature and impact of discrimination) had the 
greatest impact on preservice teachers' initial perceptions of equity in education? 
The results of this study show that perceptions of the nature of culture, socioeconomic 
class, the historical roots of racism in the U.S.. and the nature and impact of discrimination 
do impact preservice teachers" initial perceptions of equity in education. However, the 
researcher found that preservice teachers" initial perceptions of culture and their initial 
perceptions of historical roots of racism may have a greater effect on their initial perceptions 
of equity in education than their perceptions of discrimination, and socioeconomic class. 
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Research Question Which construct (the nature of culture, socioeconomic class, the 
historical roots of racism in the L'.S.. or the nature and impact of discrimination) had the 
greatest impact on preservice teachers' initial perceptions of equity in the United States? 
The results of this study indicate that perceptions of the nature of culture, 
socioeconomic class, the historical roots of racism in the U.S.. and the nature and impact of 
discrimination do affcct preser.'ice teachers" initial perceptions of equity in education. 
However, the researcher found that preservice teachers" initial perceptions of culture and 
their initial perceptions of discrimination may have a greater effect on their initial 
perceptions of equity in education than their perceptions of historical roots of racism, and 
socioeconomic class. 
Discussion 
How do preservice teachers perceive equitj- in education? 
Whereas, some preservice teachers have an ambivalent or unfavorable view of equity 
issues facing education, an overwhelming majority of these students view equity as a positive 
concept. While initially these findings may be encouraging to proponents of multicultural 
education, further examination of these results show that there were many inconsistencies 
between preserv ice teachers" perceptions of equity in education and other pertinent concepts 
related to equity. In order to help us understand why preservice teachers had conflicting 
responses to ditTerent aspects of equity in education. I posed a new question to reframe the 
focus of this study. In what ways do preservice teachers perceive equity in education? 1 
believe that prospective teachers may conceptualize the meaning of equity in dilTerent w ays. 
Many preservice teachers may frequently confuse the concept of equity with the concept of 
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equality in education. Gordon (1999) compares the concepts of equity and equality, he states 
that: 
Equity speaks to and references fairness and social justice; it requires that the 
distribution of social resources be sufficient to the condition being treated. 
Equality, on the other hand, connotes sameness and the absence of 
discrimination, (p. 124) 
As stated earlier, a majority of preservice teachers surveyed in this study had 
positive initial perceptions of many concepts related to equitable pedagogy. .According to 
Sleeter (1992) preservice teachers view multicultural education as important because it helps 
to enlighten students on the histories of diverse cultures, reduce racial tension in the school 
environment, and create a learning atmosphere that is free from bias. Teachers acknowledge 
that by not creating a comfortable learning environment for all of their students, they will run 
the risk of negatively impacting student achievement. 
Preser\ ice teachers in this study acknowledged that discriminatory practices do take 
place in the schools and in the larger society and responded favorably toward taking steps to 
reduce these occurrences. Whereas, teachers should be given credit for addressing their 
students" needs. 1 maintain that teachers may unconsciously have another reason for 
embracing multicultural education. Prospective teachers realize that the presence of bias, 
discrimination, and racial tension may interfere with, and directly impact their own ability to 
perceive their students as a homogenous group. In other words, it affects their ability to view 
all of their students the same. Therefore, it is likely that preservice teachers might value 
multicultural education because they feel it is solely supportive of equality in education. 
Preservice teachers* responses to other items in the instrument survey further support my 
claims. Roughly half of all preservice teachers surveyed either responded undecided or w ere 
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in agreement that all citizens in the United States had an equal chance of being successful. 
More than seventy-five percent of preservice teachers surveyed either responded undecided 
or were in agreement that affirmative action is a form of reverse discrimination. The 
preservice teachers" responses to these two items are diametrically opposed to the central 
theme of equity in education. These disconcerting sentiments expressed by many preservice 
teachers may provide evidence to support my contention that they do not fully grasp or 
understand the concept of equity and that their own beliefs may be in lockstep with the 
concept of equality. 
Many researchers (Hodge cited in Goodlad & Keating. 19Q0: Sleeter. 1992; Ziechner 
& Gore. 1989) offer explanations as to why preservice teachers" perceptions of equity in 
education are incongruent with their perceptions of equity in relation to race, class, and 
gender, .^s previously discussed in chapter two. Zeichner and Gore (1989) assert that 
preser\ ice teachers often tend to develop an individualistic orientation. An individualistic 
orientation is a process in which teachers disconnect children from their prescribed social, 
racial, or economic group. Instead of viewing their students as members of a collective 
group, teachers tend to envision all of their students as individuals with distinct differences. 
They feel that if these students work hard enough they will have an equal chance of 
succeeding. This orientation often leads preserv ice teachers to have a distorted view of the 
goals and practices of equity education. 
Whereas. Zeichner and Gore's discussion of the formation of preservice teachers" 
individualistic orientation may give us some understanding as to why they have difficulty 
embracing concepts related to equity, little explanation is given as to why they tend form this 
type of orientation. Parenti (1978) suggests that many Americans adhere to a "Lockean 
61 
Ideology." This ideology shapes many Americans" beliefs about the role of individualism. 
.Americans that uphold a Lockean perspective would believe that there should be a perfect 
state of equality and that all individuals are free to and able to attain the "American dream.". 
Other researchers (McLaren 1995: Sleeter. 1992) provide a framework for 
understanding what factors influence how a preservice teacher may develop an 
individualistic orientation by examining three theoretical perspectives that mesh various view 
points about the nature of our society with conceptions of multicultural teaching and practice. 
I have modified these perspectives to fit within our discussion on preservice teachers" initial 
perceptions of equity. These perspectives are conservative multiculturalism. liberal 
multiculturalism. and critical multiculturalism. 
Conscr\'ative perspectives on multiculturalism 
•According to (McLaren et al.: Sleeter et al.) individuals that embrace a conservative 
perspective on multicultural education often believe that citizens in the U.S. have an equal 
chance of being successful. Conservative multiculturalists will often rely on cultural deficit 
theories or biological factors to explain why some groups (women and people of color) do 
not compete well with other groups. In addition, conservative multiculturalists often regard 
inequalities that exist in the U.S. is a direct result of individual differences instead of 
attributing problems to social and economic forces. 
Liberal perspectives on multiculturalism 
Liberal multiculturalists. like conservative multiculturalists. also have a strong 
individualistic orientation. They feel that citizens of the U.S. should be viewed as 
individuals who have an equal opportunity to achieve their dreams. However, liberal 
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multiculturalists believe that social and economic inequalities do affect some groups" ability 
to be successful participants in U.S. society. They often do not buy into using cultural deficit 
theories as an effective tool for understanding the struggles of minority groups in U.S. 
society. In order to address the problems that mainly affect people of color and women, 
liberal multiculturalist support some level of government intervention. These government 
interventions may include compensator> programs (i.e.. Head Stan and bilingual education 
programs) that are created to specifically deal with discriminatory practices that occur in the 
U.S. 
Critical perspectives on multiculturaiism 
Critical multiculturalists believe that inequality in U.S. society cannot be effectively 
dealt with by only focusing on altering the life chances of the individual. They maintain that 
groups must collectively challenge and transform hegemonic structures that continue to 
oppress mostly women and people of color in U.S. society. 
The results of this study show that the preser\ ice teachers who enroll in multicultural 
education during their final two years of their teacher preparation program tend to embrace a 
liberal perspective on multiculturaiism. These students overwhelmingly acknowledged that 
discrimination does exist both in school and in the larger society. They also have a favorable 
view of government sponsored programs that they felt addressed discrimination on an 
individual level. For example, seventy-five percent of the preservice teachers surv eyed felt 
that public education should be responsible for the development of multicultural gender fair 
competence in society's members. As discussed earlier, preservice teachers had a negative 
view of affirmative action programs. More than seventy-five percent of preser\'ice teachers 
63 
surveyed either responded undecided or were in agreement that affirmative action is a form 
of reverse discrimination. I believe that these students responded negatively to atTirmative 
action because they perceive this form of government intervention as a practice that 
challenges, and conflicts with, their own deep rooted assumptions about individuality. 
I have briefly explored some ways for understanding which factors may influence 
how a preservice teacher may develop an individualistic orientation. However, it is essential 
that we discuss other factors and concepts that may directly impact these prospective 
students" assumptions about equity in education. 
The framework of this study was adapted from the work of Sleeter (2000). Boyle-
Baise (1998). and Nieto (2000) and included the following: (1) historical roots ofracism in 
the United States. (2) nature of culture. (3) nature and impact of discrimination. (4) and 
socioeconomic status as concepts that may have an impact on preserv ice teachers" 
perceptions of equity. Following is a discussion of my findings relative to these areas. 
Historical roots of racism in the U.S. 
Preservice teachers" perceptions of the historical experiences of some microcultural 
groups do seem to have a relationship with how they perceive equity in schooling. Learning 
about the basic historical background of their students may seem plausible to many 
preservice teachers. These teachers might value learning about specific historical facts about 
various minority groups. These historical facts may include contributions to U.S. society, 
information about how these groups became a part of the U.S.. and information on past 
conflicts between these groups and the dominant culture. The literature states that it is 
essential for teachers to look not only at these historical facts, landmarks, or events solely 
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with the intention of learning more about the cuhural background of their students, but to use 
historv' as a vehicle to explore a groups" present situation within a larger society (Duarte & 
Smith. 2000; Nieto. 2000: Ziechner &. Liston. 1993). Knowledge of histor\' can be a 
powerful mechanism for understanding how certain groups perceive themselves as well as 
view what opportunities are available to them. 
It is interesting to note that preservice teachers' perceptions of equity in the U.S. were 
not related to the perceptions of the historical roots of racism. Preservice teachers may view 
historv' as a tool that is important in the context of education, however on a macro level, it 
may not be as important in shaping their own perceptions. 
Nature of culture 
Preservice teachers acknowledge culture as a valid concept that helps them to learn 
about various microcultural groups. However, most preservice teachers regard learning 
about cultural background as important solely to negotiate their way through social 
interactions as well as to determine best instructional practices to use with "that particular 
student." Teachers unconsciously embrace a cultural deficit theory to understand the 
complex backgrounds of their students. This theor\' facilitates a process by which teachers 
can subtly attribute negative characteristics to a student's culture and claim that these 
characteristics cause their poor performance in the classroom (Garcia. 2000: Gollnick & 
Chinn. 1998: Nieto. 2000). 
Since this study indicated that perceptions of the nature of culture are strongly related 
to their perceptions of equit>'. it may be advisable that teacher educators move quickly in 
their attempts to persuade preservice teachers to conceptualize culture in different ways. 
Giroux (1988) remarked that preservice teachers need to learn how culture is acquired, 
transmitted, and distributed. They also need to see how the existence of culture shapes their 
own world-view as well as helps to maintain hegemonic structures in society . 
Nature and impact of discrimination 
Many interpretations could be extended as to why there was no significant 
relationship between preservice teachers* perceptions of discrimination and their perceptions 
of equity in education. Multiple socializing factors contribute to why white teachers are 
incapable of identifying and responding to occurrences of discrimination within the 
classroom. Teachers have been socialized to view the school environment as fair overall and 
free from bias. Nieto (2000) suggested that teachers are conditioned to perceive our 
education system as an entity that fully embraces the democratic values and principles on 
which this countrs' is based. By creating public schools that are free and accessible, all 
students will have an equal chance of succeeding in society: thus, discrimination in an 
educational context will not have to be viewed as a priority. 
Preservice teachers may also have great difficulty identifying discriminatory practices 
that take place in the classroom or school environment. Sleeter (1992) suggests that teachers 
often are incapable of responding to discriminatory practices because they often rely on their 
own understanding of social order. This reliance on their own perceptions severely limits 
their ability to critique forces that support and maintain discrimination. 
Socioeconomic class 
The way in which preservice teachers perceive equity does seem to have a 
relationship with how they perceive socioeconomic class in education. This is an interesting 
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finding because tiie literature stiows that most teachers do not share the same social class as 
the students they teach fNieto. 1999; Ziechner & Gore. 1989). Our nation's teaching force is 
eighty percent white, female, middle-class, and from rural or suburban communities 
(Goodlad. 1994). whereas, the landscape of our nation's school population is projected to 
become one-third students of color by the year 2030 (Banks. 1997; McCarthy & Willis. 
1995). Studies (Garcia. 2000; Grant. 1996; Nieto. 2000) have shown that social class, like 
culture, is an effective predictor of student performance in the classroom. 
I argue that if teachers have an insufficient understanding of social class issues and its 
impact on the learning environment, the potential for instructional mistakes, as well as 
misconceptions will occur with greater frequency and severity. Teachers may have great 
difficulty in successfully assessing student achievement if the students are from lower 
socioeconomic class backgrounds because the teachers may tend to interpret situations from 
their OVNTI middle-class perspective. Such a perspective usually brings teachers to draw 
inaccurate conclusions about their students. Thus, teachers may attribute poor student 
performance not directly to poverty, but to poor parenting, bad relationships with peers, 
and/or lack of educational values. .As with culture, the cultural deficit theory is a somewhat 
frequently used approach for diagnosing lackluster student achievement in the classroom. 
Ziechner and Gore (1989) reported that teachers often play the role as surrogates for their 
students because they feel the home cultures of the student are insufficient in meeting the 
needs of their children. 
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Limitations 
This study was conducted at a major midwestem university, thus the findings may not 
be generalizable to other regions and/or populations. The instrument used in the study was 
created in 1993; therefore, some of the factors and constructs may need to be reexamined for 
future research. This research found that perceptions of preser\'ice teachers did not change 
significantly over the six-year period encompassing this study. However, if multicultural 
education programs, concepts, strategies were developed and implemented throughout the 
existing teacher preparation program, this result may change. The majority of preser% ice 
teachers in this study were not taught by grades K-12 teachers who had themselves 
undergone multicultural education programs. Therefore, it is most likely they had not 
internalized models of teaching that reflect multicultural perspectives. 
Implications of the Study 
The impetus for this study was the crucial need to understand how teachers perceive 
equity in education. The term equity has been used widely within many educational 
contexts. Currently, within many teacher education programs, various courses in disciplines 
such as science education, mathematics education, educational psychology, and instructional 
technology often promote discourse on social issues as they relate to the larger course 
objectives. These discussions are often encouraged because they enable students to explore 
social issues from the perspective of that particular discipline. One particular social issue, 
equity, is often the focus of some discussion. Stimulating dialogue on equity as it relates to 
education initially seems plausible; however, too often it is covered as one-session topic. 
Thus, students may view this information as an interesting tidbit to remember as they teacn. 
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These students may leam that lack of attention to equity may cause some problems, but not 
significant ones. 
Teacher educators need to understand how preservice teachers perceive equity if their 
goal is to impact the students" very complex belief systems. Darder (1991) reported that 
many preservice teachers perceive equity as a quantifiable concept and that quantifiable 
means can be used to deal with problems related to equity. Darder's claim supports my 
findings that suggest preservice teachers are prone to conceptualizing the term equity as 
equality. Preservice teachers often feel that if they treat all of their students fairly and 
equally, by giving them access to the same educational resources, all perceived problems will 
be alleviated. Consequently, discussions on these topics are often perceived as either 
irrelevant or mildly interesting to preservice teachers because they have already decided how 
to handle the matter. Teacher educators in all disciples must facilitate discussions. 
implement lessons, and assign projects throughout the semester to not only encourage 
awareness about fairness and social justice, but also to help students understand how these 
concepts shape lives and affect the decisions they make as teachers. 
Furthermore. 1 feel that multicultural education courses will have a limited impact on 
positively affecting preservice teachers" perceptions of equity if they continue to enroll in 
these courses near the end of their teacher preparation experience. I contend that earlier and 
more frequent exposiu^e to concepts related to equity in education throughout all phases of 
their preparation would enable students to more readily critique ways in which inequitable 
practices take place within schools and in their own teacher education programs. 
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Recommendations 
After an introspective review of the literature addressing equity issues related to 
teacher preparation and the results of this study. I have uncovered several factors that may 
affect preservice teachers" perception of equity in education. Based in the findings of the 
literature and in my study, some of these factors are: (H the curriculum in teacher 
preparation: (2) predisposition: (3) perceptions of the nature of culture: (4) perceptions of the 
nature and impact of discrimination: and (5) perceptions of the historical roots of racism in 
the U.S.: and (5) perceptions of socioeconomic class. 
Based on these findings I suggest the following recommendations for practice: 
1. Preservice teachers should enroll in course that enable them to examine issues related 
to equity earlier on in their teacher education program (e.g.. Social Foundations 204). 
2. The human relations mandate for the state of Iowa should be revised so that it 
embraces more critical multiculturalist perspectives. 
3. Collaborative efforts should be made to teach faculties across disciplines how to 
infuse concepts relating to equity in their teaching. 
4. Preservice teachers should engage in classroom activities that enable them to examine 
and critique conservative, liberal, and critical multiculturalist perspectives in 
education. 
5. Develop a systematic process that teacher education programs can use to infuse 
concepts related to equity throughout the teacher education curriculum. 
6. Use the baseline information gathered in this study to develop new frameworks that 
help preservice teachers link equity concepts with their own specialty areas. 
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This study was primarily conducted to gather baseline data on preservice teachers" 
perceptions of equity in education. Therefore, equity in education was viewed from a broad-
based. pervasive perspective throughout education, rather than whether or not equity affects 
individual disciplines. The following recommendations for future research are suggested: 
!. Conduct a follow-up study to determine how preser.'ice teachers" perceptions of 
equity change throughout their teacher preparation experience. 
2. Conduct a qualitative study that seeks to give us a deeper understanding of factors 
that may affect preservice teachers" perceptions of equity in education. 
3. Conduct a study that examines teacher educators" perceptions of equity in education. 
Use follow-up studies to determine whether their perceptions change over time. 
4. Investigate how preser\ ice teachers relate equity to individual teacher education 
courses, for example, how technology affects multicultural learners differentially. 
5. Develop an instrument that measures preservice teachers" perceptions of 
colorblindness in United States society. 
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APPENDIX A: COVER LETTER AND SURVEY INSTRUMENT 
March 22. 2000 
Dear Student: 
We are conducting a study that surveys preservice teachers* attitudes toward multicultural 
education. Specifically, the purpose of this study is to give insight into change in factors that may 
affect levels of multicultural awareness. This study also seeks to determine factors that impact 
preservice teachers" readiness to teach from a multicultural perspective. Results from our study will 
enable us to make improvements to our multicultural nonsexist education courses. 
In an effort to e.xamine the effectiveness of our multicultural awareness courses, it is our 
intention to administer a pre-test and a post-test at the beginning and end of this semester. It is very 
important that your answers reflect your honest opinions. You will be allotted approximately 20 
minutes to complete a five point 81-item questionnaire. In order to ensure your confidentiality, no 
names will be used. You will randomly assigned yourselves numbers that will be used as codes to 
match the pre-test to the post-test data. Finally, your participation in this study is voluntary . The 
answers you provide will in no way effect your grade in CI 406 or any other course. Thank you. for 
assisting us with this study. 
Sincerely. 
James C. McShay 
Graduate Student 
Dr. Theresa E. McCormick 
Professor 
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H u T t i c u l t u r a l  N o n s e x i s t  C o u r s e  S u r v e y  
C i r c l e  a  n u m b e r  t o  i n d i c a t e  w h e t h e r  y o u  a g r e e  o r  d i s a g r e e  w i t h  e a c h  o f  t h e  
f o l l o w i n g  s t a t e m e n t s ,  
I .  T h e  s t a t e m e n t s  i n  t h i s  s e c t i o n  r e l a t e  t o  t h i s  c o u r s e .  
strongly Strenqtv 
Acree Aoree Undecided 0 i saoreg Oisaoree 
1 .  M u l t i c u l t u r a l  n o n s e x i s t  ( M C N S )  
c o m p e t e n c e  i s  i m p o r t a n t  f o r  
t e a c h e r s  i n  t o d a y ' s  s c h o o l s .  1 2  3  4  5  
2 .  T h e  u s e  o f  M C N S  a p p r o a c h  i n  
t h e  c l a s s r o o m  i s  i m p o r t a n t .  1 2  3  4  5  
3 .  E q u i t y  i n  t h e  c l a s s r o o m  e x i s t s  
t o d a y .  1 2  3 - 1 5  
4 .  E v e r y  s u b j e c t  o f  o u r  
e a u c a t i o n a l  c u r r i c u l u m  s h o u l d  
i n c o r p o r a t e  M C N S  i n f o r m a t i o n .  1 2  3  4  5  
5 .  I  f e e l  p r e p a r e d  t o  t e a c h  f r o m  
a  M C N S  p e r s p e c t i v e .  1 2  3  4  5  
5 .  I  a m  c o m m i t t e d  t o  t e a c h i n g  
f r o m  a  M C N S  p e r s o e c t i v e .  1 2  3  4  5  
I I .  T h e  statements in t h i s  s e c t i o n  a d d r e s s  g e n e r a l  i s s u e s  i n  m u l ticjlt u r a l  
eGucation. 
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7 .  A s  e c u c a t o r s ,  w e  m u s t  t e a c h  
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n i s t o r y  a n d  c u l t u r e .  1 2  3  4  5  
£ .  T h e  f u n d a m e n t a l s  o f  U n i t e d  
S t a t e s  h i s t o r y  a r e  
E u r o c e n t r i c .  1 2  3  4  5  
9 .  A s  A m e r i c a n s ,  i t  i s  i m p o r t a n t  
f o r  u s  t o  l e a r n  f i r s t  w h a t  w e  
s h a r e  i n  c o m m o n  b e f o r e  w e  
l e a r n  a b o u t  o u r  d i f f e r e n c e s .  1 2  3  4  5  
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Srrenctv Stronolv 
Aoree Agree Undeeioed D i sagree Disagree 
1 0 .  M u l t i c u l t u r a l  e d u c a t i o n  s h o u l d  
i n c l u d e  r e c o g n i t i o n  o f  
c o n t r i b u t i o n s  t o  A m e r i c a n  
c u l t u r e  o f  p e o p l e  w h o s e  
a n c e s t r y  i s  n o t  w h i t e  A n g l o -
S a x o n  P r o t e s t a n t .  
1 1 .  T h e  c o n t r i b u t i o n s  o f  M a r t i n  
L u t h e r  K i n g ,  J r .  a n d  F r e d e r i c k  
D o u g l a s s  t o  A m e r i c a n  c u l t u r e  
w e r e  a s  i m p o r t a n t  a s  t h o s e  o f  
T h o m a s  J e f f e r s o n  a n d  A b r a h a m  
L i n c o l n .  
1 2 .  I t  i s  a p p r o p r i a t e  t o  b e  t a u g h t  
a b o u t  o n e ' s  a n c e s t r a l  g r o u p  i n  
s c h o o l .  
1 3 .  P u b l i c  e d u c a t i o n  s h o u l d  b e  
r e s p o n s i b l e  f o r  t h e  
d e v e l o c m e n t  o f  M C N S  c o m p e t e n c e  
i n  s o c i e t y ' s  m e m b e r s .  
1 4 .  C c n r r i b u t i o n s  f r o m  m a n y  
b a c k g r o u n d s  s h o u l d  b e  i n c l u d e d  
i n  A m e r i c a n  c u l t u r a l  
eGucati on. 
1 5 .  T h e  c o n t r i b u t i o n s  o f  s o m e  
grouDS t o  A m e r i c a n  c u l t u r e  
c e s e r v e  m o r e  a t t e n t i o n  t h a n  
o t . n e r s .  
I  3  4  
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I I I .  T h i s  s e c t i o n  f o c u s e s  o n  y o u r  a t t i t u d e s  i n  g e n e r a l  a b o u t  i s s u e s  i n  
A m e r i c a n  s o c i e t y .  
strongly "rongtv 
Agree Agree Undecided Oisagree Disagree 
1 7 .  T h e  U n i t e d  S t a t e s  i s  a  
m u l t i c u l t u r a l ,  p l u r a l i s t i c  
n a t i o n .  1 2  3  4  5  
1 8 .  T h e  c u l t u r e  o f  t h e  U n i t e d  
S t a t e s  s n o u l d  r e f l e c t  m o s t l y  
w e s t e r n ,  J u d e o - C h r i s t i a n  
p r i n c i p l e s .  1 2  3  4  5  
1 9 .  T h e  U n i t e d  S t a t e s  s h o u l d  o n e  
d a y  b e  b i l i n g u a l .  1 2  3  4  5  
2 2 0 .  R e g a r d l e s s  o f  t h e i r  e t h n i c i t y ,  
t o d a y ' s  c i t i z e n s  o f  t h e  U n i t e d  
S t a t e s  h a v e  a n  e q u a l  c h a n c e  o f  
b e i n g  s u c c e s s f u l .  1 2  3  4  5  
2 1 .  A f f i r m a t i v e  a c t i o n  i s  a  f o r m  
o f  r e v e r s e  d i s c r i m i n a t i o n .  1 2  3  4  5  
2 2 .  T h e  m a j o r i t y  o f  t h e  h o m e l e s s  
i n  t h e  U n i t e d  S t a t e s  a r e  
a l c o h o l i c s  a n d / o r  d r u g  
a d d i c t s .  1 2  3  4  5  
2 2 .  F a m i l i e s  i n  l o w  s o c i o e c o n o m i c  
grouDS p l a c e  l i t t l e  i m p o r t a n c e  
o n  e c u c a t i o n .  1 2  3  4  5  
2 4 .  I f  t h e r e  i s  a  m i l i t a r y  d r a f t ,  
b o t h  m e n  a n d  w o m e n  s h o u l d  b e  
i n c l u d e d .  1 2  3  4  5  
2 5 .  T h e r e  s h o u l d  b e  n o  l a w s  t h a t  
m a k e  a b o r t i o n  i l l e g a l .  1 2  3  4  5  
2 5 .  W o m e n  a r e  a n  o p p r e s s e d  g r o u p  
i n  t h e  U n i t e d  S t a t e s .  1 2  3  4  5  
2 7 .  G e n d e r  d i s c r i m i n a t i o n  o c c u r s  
i n  t h e  U n i t e d  S t a t e s .  1 2  3  4  5  
2 S .  R a c i a l  d i s c r i m i n a t i o n  o c c u r s  
i n  t h e  U n i t e d  S t a t e s .  1 2  3  4  5  
2 9 .  H o m o s e x u a l i t y  i s  d e v i a n t  
b e h a v i o r .  1 2  3  4  5  
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I V .  T h i s  s e c t i o n  f o c u s e s  o n  y o u r  a t t i t u d e s  a b o u t  m i c r o c u l t u r e s  i n  A m e r i c a n  
s o c i e t y .  
strongly 
Acree Aeree Undecided Disacree 
Strongly 
Disagree 
3 0 .  M e n ,  o n  t h e  a v e r a g e ,  a r e  
b e t t e r  s u i t e d  e m o t i o n a l l y  f o r  
p o l i t i c s  t h a n  a r e  m o s t  w o m e n .  
3 1 .  S o m e  j o b s  a n d  p r o f e s s i o n s  a r e  
m o r e  s u i t a b l e  f o r  m e n  t h a n  
w o m e n .  
3 2 .  A  w o m a n  s h o u l d  n o t  l e t  
c h i l d r e n  s t a n d  i n  t h e  w a y  o f  a  
c a r e e r .  
3 3 .  A  m a n  s h o u l d  n o t  l e t  c h i l d r e n  
s t a n d  i n  t h e  w a y  o f  a  c a r e e r .  
3 4 .  A  w o m a n  c a n  l i v e  a  f u l l  a n d  
h a p p y  l i f e  w i t h o u t  m a r r i a g e .  
3 5 .  A c h i e v e m e n t  i n  t h e  U . S .  i s  
1  i n k e d  t o  e t h n i c i t y .  
3 5 .  T h e  majority o f  society's 
problems are caused by ethnic 
crouDS. 
3 7 .  P r o p o r t i o n a t e l y  s p e a k i n g ,  f e w  
w n i t e s  a r e  p o o r .  
3 c .  T h e  m a j o r i t y  o f  p e o p l e  i n  
p r i s o n  a r e  b l a c k .  
3 5 .  T h e  i n t e r n m e n t  o f  J a p a n e s e -
A m e r i c a n s  d u r i n g  W W  I I  w a s  
n e c e s s a r y  f o r  A m e r i c a n  
s e c u r i t y .  
4 0 .  A f r i c a n  A m e r i c a n s  a r e  p o o r  
b e c a u s e  t h e y  l a c k  a m b i t i o n .  
4 1 .  I n  t h e  U . S . ,  p e o p l e  w h o  h a v e  
e q u a l  s k i l l s  a n d  w h o  a r e  
e m p l o y e d  i n  t h e  s a m e  j o b  a r e  
g i v e n  e q u a l  p a y .  
2 
2 
2 
3  
3  
3  
3  
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Srronqlv Scronolv 
4qrec Agree Unoecided Disagree Disagree 
4 2 .  C a r e e r  w o m e n  t e n d  t o  b e  m o r e  
m a s c u l i n e  a n d  d o m i n e e r i n g  t h a n  
n o n c a r e e r  w o m e n .  1 2  3  
4 3 .  T h e  l e a d e r s  o f  w o m e n ' s  r i g h t s  
g r o u p s  a r e  t r y i n g  t o  t u r n  
w o m e n  i n t o  m e n .  1  2  3  
4 4 .  T h e  i n t e r n m e n t  o f  J a p a n e s e -
A m e r i c a n s  d u r i n g  W W  I I  w a s  
j u s t  t r e a t m e n t  o f  t h i s  g r o u p .  1 2  3  
4 5 .  A s i a n  s t u d e n t s  t e n d  t o  b e  
" c u r v e  b u s t e r s . "  1  2  3  
4 5 .  I  w o u l d  m a r r y  a  p e r s o n  o f  a  
d i f f e r e n t  r a c e .  1  2  3  
4 7 .  M o s t  o f  t h e  i m p o r t a n t  
d e c i s i o n s  i n  t h e  f a m i l y  s h o u l d  
b e  m a d e  b y  m e n .  1  2  3  
4 S .  A  w i f e  s h o u l d  n o t  e x o e c t  h e r  
h u s b a n d  t o  h e l p  a r o u n d  t h e  
h o u s e  a t  t h e  e n d  o f  t h e  w o r k  
d a y .  1  2  3  
4 9 .  A  w o r k i n g  m o t h e r  c a n  e s t a b l i s h  
a s  w a r m  a n d  s e c u r e  a  
r e l a t i o n s h i p  a s  a  m o t h e r  w h o  
; s  n o t  e m p l o y e d .  1  2  3  
S C .  H o m o s e x u a l i t y  i s  u s u a l l y  
c a u s e d  b y  a  d y s f u n c t i o n a l  
r e l a t i o n s h i p  w i t h  t h e  m o t h e r .  1  2  3  
E l .  i f  I  d i s c o v e r e d  t h a t  a  f r i e n c  
w a s  a  h o m o s e x u a l ,  I  w o u l d  
t e r m i n a t e  m y  r e l a t i o n s h i p  w i t h  
h i m / h e r .  1  2  3  
5 2 .  A f r i c a n  A m e r i c a n s  a r e  m o r e  
v i o l e n t  t h a n  A n g l o s .  1 2  3  
5 3 .  A f r i c a n  A m e r i c a n s  m a d e  
e c o n o m i c  g a i n s  d u r i n a  t h e  
1 9 8 0 s .  '  1  2  3  
N a t i v e  A m e r i c a n s  w h o  b e l i e v e  
t h a t  t h e  s e a t  o f  t h e i r  
c r e a t i o n  i s  t h e  B l a c k  H i l l s  
a r e  m i s t a k e n .  
D i f f e r e n c e s  i n  B l a c k  a n d  W h i t e  
i n c o m e s  t o d a y  i s  d u e  t o  
d i s c r i m i n a t i o n  i n  g o v e r n m e n t .  
D i f f e r e n c e s  i n  B l a c k  a n d  W h i t e  
i n c o m e s  t o d a y  i s  d u e  t o  
d i s c r i m i n a t i o n  i n  i n d u s t r y .  
T h e  h i g h  p e r c e n t a g e  o f  
H i s p a n i c s  w h o  d r o p  o u t  o f  h i g h  
s c h o o l  c a n  b e  a t t r i b u t e d  t o  
t h e i r  t e n d e n c y  t o  l i v e  f o r  
t o d a y .  
T h e  h i g h  i n c i d e n c e  o f  t e e n a g e  
p r e g n a n c i e s  a m o n g  b l a c k s  i s  
c u e  t o  t h e i r  a o o v e  a v e r a g e  
p r c m i  s c u i t y .  
A f r i c a n  A m e r i c a n s  h a v e  n a t u r a l  
r n y i r . m .  
A f r i c a n  A m e r i c a n s  m a k e  b e t t e r  
a i h l e t a s  t n a n  m a n a g e r s .  
P e o o l e  w h o  a r e  m e n t a l l y  
r s i a r a e d  s h o u l d  b e  a l l o w e d  t o  
n a v e  a  n o r m a l  s e x  l i f e .  
I  w o u l d  n o t  b e  o p o o s s d  t o  
l i v i n g  n e x t  t o  a  g r o u p  h o m e  
f o r  c e o p l e  w i t h  d e v e l o p m e n t a l  
d i s a b i l i t i e s .  
U n e m o l o y m e n t  a m o n g  N a t i v e  
A m e r i c a n  I n d i a n s  c a n  b e  
a t t r i b u t e d  t o  t h e i r  h i g h  
i n c i d e n c e  o f  a l c o h o l i s m .  
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V .  T h i s  s e c t i o n  p r o v i d e s  u s  w i t h  i n f o r m a t i o n  a b o u t  y o u  a n d  y o u r  f a m i l y .  
6 4 .  W h a t  i s  y o u r  s t u d e n t  c l a s s i f i c a t i o n ?  ( C i r c l e  y o u r  a n s w e r )  
1  f r e s h m a n  
2  s o p h o m o r e  
3  j u n i o r  
4  s e n i o r  
6 5 .  W i t h  w h i c h  o f  t h e  m a j o r  p o l i t i c a l  p a r t i e s  d o  y o u  i d e n t i f y ?  
1  D e m o c r a t i c  
2  R e p u b l i c a n  
3  O t h e r  
6 5 .  W h a t  i s  y o u r  i n c o m e  c a t e g o r y ?  
1  L e s s  t h a n  5 1 0 , 0 0 0  
2  S 1 0 , 0 0 0  -  S 2 0 , 0 0 0  
3  5 2 1 , 0 0 0  -  5 3 0 , 0 0 0  
4  5 3 1 , 0 0 0  -  5 4 0 . 0 0 0  
5  5 4 1 , 0 0 0  -  5 5 0 , 0 0 0  
6 7 .  W h a t  i s / w a s  t h e  i n c o m e  c a t e g o r y  o f  y o u r  p a r e n t s ?  
1  5 1 0 , 0 0 0  -  5 2 0 , 0 0 0  
2  5 2 1 , 0 0 0  -  5 3 0 , 0 0 0  
3  5 3 1 , 0 0 0  -  5 4 0 , 0 0 0  
5 4 1 , 0 0 0  -  5 5 0 , 0 0 0  
5  5 5 1 , 0 0 0  o r  m o r e  
6 £ .  W h a t  i s  y o u r  r a c i a l / e t h n i c  b a c k g r o u n d  
1  B l a c k  
2  W h i t e  
3  A s i a n  
• 1  A m e r i c a n  I n d i a n  
5  H i s p a n i c  
6  O t h e r  
6 5 .  A r e  y o u  a n  A m e r i c a n  c i t i z e n ?  
1  y e s  
2  n o  
7 0 .  W h a t  i s  y o u r  m a r i t a l  s t a t u s ?  
1  m a r r i  e d  
2  s e p a r a t e d  
3  d i v o r c e d  
4  w i d o w e d  
5  s i n g l e ,  n e v e r  m a r r i e d  
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7 1 .  I n  w h a t  s t a t e  i s  y o u r  p e r m a n e n t  a d d r e s s ?  
7 2 .  W h a t  w a s  y o u r  s t a t e  o f  r e s i d e n c e  5  y e a r s  a g o ?  
7 3 .  I n  w h a t  s t a t e  w e r e  y o u  b o r n ?  
7 4 .  H o w  m a n y  c h i l d r e n  d o  y o u  h a v e ?  
1  n o n e  
2  o n e  
3  t w o  
4  t h r e e  
5  f o u r  o r  m o r e  
7 5 .  H o w  m a n y  s i b l i n g s  d o  y o u  h a v e ?  
1  n o n e  
2  o n e  
3  t w o  
4  t h r e e  
5  f o u r  o r  m o r e  
7 5 .  W h a t  i s  t h e  c u r r e n t  e m p l o y m e n t  s t a t u s  o f  y o u r  m o t h e r ?  
1  emDloyed or self-employed 
2  u n e m p l o y e d  
3  n o t  i n  l a b o r  f o r c e  ( r e t i r e d ,  h o m e m a k e r ,  e t c . )  
i  d o e s  n o t  a o p l y  
7 7 .  I -  your mother i s /was in t h e  labor force, please describe her occuDation. 
7 3 .  W h a t  i s / w a s  y o u r  m o t h e r ' s  e d u c a t i o n a l  b a c k g r o u n d ?  
1  9 - 1 1  y e a r s  o f  s c h o o l i n g  
2  c o m o l e t s d  h i g h  s c h o o l  
3  s o m e  c o l l e g e  
c o l l e g e  d e g r e e  
5  p o s t - g r a d u a t e  s c h o o l i n g  
7 9 .  W h a t  i s  t h e  c u r r e n t  e m p l o y m e n t  s t a t u s  o f  y o u r  f a t h e r ?  
1  e m p l o y e d  o r  s e l f - e m p l o y e d  
2  u n e m p l o y e d  
3  n o t  i n  l a b o r  f o r c e  ( r e t i r e d ,  h o m e m a k e r ,  e t c . )  
4  d o e s  n o t  a p p l y  
S C .  I f  y o u r  f a t h e r  i s / w a s  i n  t h e  l a b o r  f o r c e ,  p l e a s e  d e s c r i b e  h i s  o c c u p a t i o n .  
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8 1 .  W h a t  i s / w a s  y o u r  f a t h e r ' s  e d u c a t i o n a l  b a c k g r o u n d ?  
1  9 - 1 1  y e a r s  o f  s c h o o l i n g  
2  c o m p l e t e d  h i g h  s c h o o l  
3  s o m e  c o l l e g e  
4  c o l l e g e  d e g r e e  
5  p o s t - g r a d u a t e  s c h o o l i n g  
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APPENDIX B: RESULTS OF DESCRIPTIVE ANALYSIS STATISTICS 
Year enrolled 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid .00 35 8.8 8.8 8.8 
94.00 138 34.8 34.8 43.6 
95.00 24 6.0 6.0 49.6 
96.00 39 22.4 22.4 72.0 
98.00 93 23.4 23.4 95.5 
99.00 18 4.5 4.5 100.0 
Total 397 100.0 100.0 
Sex 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Male 112 28.2 29.6 29.6 
Female 267 67.3 70.4 100.0 
Total 379 95.5 100.0 
Missing System 18 4.5 
Total 397 100.0 
What is your student classification? 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid freshman 3 .8 .8 .8 
sophomore 3 .8 .8 1.5 
Junior 71 17.9 18.1 19.6 
senior 313 78.8 79.6 99.2 
5.00 3 .8 .8 100.0 
Total 393 99.0 100.0 
Missing System 4 1.0 
Total 397 100.0 
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With which of the major political parties do you identify? 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Democratic 155 39.0 39.9 39.9 
Republican 139 35.0 35.8 75.8 
Other 91 22.9 23.5 99.2 
4.00 2 .5 .5 99.7 
5.00 1 .3 .3 100.0 
Total ooo 97.7 100.0 
Missing System 9 2.3 
Total 397 100.0 
What is your income category? 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Less than 10.000 294 74.1 75.2 75.2 
10,000-20.000 48 12.1 12.3 87.5 
21,000-30.000 26 6.5 6.6 94.1 
31.000-40,000 15 3.8 3.8 98.0 
41,0000-50,000 8 2.0 2.0 100.0 
Total 391 98.5 100.0 
Missing System 6 1.5 
Total 397 100.0 
What is/was the income category of your parents? 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid 10,000-20,000 28 7.1 7.2 7.2 
21,000-30,000 62 15.6 16.0 23.2 
31,000-40,000 79 19.9 20.4 43.6 
41,000-50,000 74 18.6 19.1 62.6 
51,000 or more 145 36.5 3 7 4  100.0 
Total 388 97.7 100.0 
Missing System 9 2.3 
Total 397 100.0 
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What is your racial/ethnic background? 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Black 7 1.8 1.8 1.8 
White 373 94.0 95.2 96.9 
Asian 5 1.3 1.3 98.2 
American Indian 1 .3 .3 98.5 
Hispanic 6 1.5 1.5 100.0 
Total 392 98 7 100 0 
Missing System 5 1.3 
Total 397 100.0 
Are you an American citizen? 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid yes 390 98.2 98.7 98.7 
No 4 1.0 1.0 99.7 
5.00 1 .3 .3 100.0 
Total 395 99.5 100.0 
Missing System 2 .5 
Total 397 100.0 
What is your marital status? 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid mamed 82 20.7 20.9 20.9 
divorced 8 2.0 2.0 22.9 
widowed 3 .8 .8 23.7 
single, never married 300 75.6 76.3 100.0 
Total 393 99.0 100.0 
Missing System 4 1.0 
Total 397 100.0 
How many children do you have? 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid none 342 86.1 90.7 90.7 
one 12 3.0 3.2 93.9 
two 16 4.0 4.2 98.1 
three 4 1.0 1.1 99.2 
four or more 3 .8 .8 100.0 
Total 377 95.0 100.0 
Missing System 20 5.0 
Total 397 100.0 
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How many siblings do you have? 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid none 18 4.5 4.8 4.8 
one 115 29.0 30.5 35.3 
two 125 31.5 33.2 68.4 
three 63 15.9 16.7 85.1 
four or more 56 14.1 14.9 100.0 
Total 377 95 0 100.0 
Missing System 20 5.0 
Total 397 100.0 
What is the current employment status of your mother? 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid employed or self-employed 
301 75.8 80.1 80.1 
unemployed 7 1.8 1.9 81.9 
not in labor force 51 12.8 13.6 95.5 
does not apply 17 4.3 4.5 100.0 
Total 376 94.7 100.0 
Missing System 21 5.3 
Total 397 100.0 
What is/was your mother's educational background? 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid 9-11 years of schooling 21 5.3 5.7 5.7 
completed high school 113 28.5 30.5 36.1 
some college 95 23.9 25.6 61.7 
college degree 112 28.2 30.2 91.9 
post-graduate schooling 30 7.6 8.1 100.0 
Total 371 93.5 100.0 
Missing System 26 6.5 
Total 397 100.0 
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What is the current employment status of your fether? 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid employed or self-employed 
325 81.9 87.4 87.4 
unemployed 6 1.5 1.6 89.0 
not in labor force 22 5.5 5.9 94.9 
does not apply 19 4.8 5.1 100.0 
Total 372 93 7 100 0 
Missing System 25 6.3 
Total 397 100.0 
What is/was your Other's educational background? 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid 9-11 years of schooling 20 5.0 6.1 6.1 
completed high school 94 23.7 28.5 34.5 
some college 57 14.4 17.3 51.8 
college degree 89 22.4 27.0 78.8 
post - graduate schooling 70 17.6 21.2 100.0 
Total 330 83.1 100.0 
Missing System 67 16.9 
Total 397 100.0 
MCNS competence is important for teachers in today's schools 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 292 73.6 73.6 73.6 
Agree 94 23.7 23.7 97.2 
Undecided 7 1.8 1.8 99.0 
Disagree 2 .5 .5 99.5 
Strongly Disagree 2 .5 .5 100.0 
Total 397 100.0 100.0 
The use of MCNS approach in the classroom is important 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 255 64.2 64.2 64.2 
Agree 126 31.7 31.7 96.0 
Undecided 11 2.8 2.8 98.7 
Disagree 3 .8 .8 99.5 
Strongly Disagree 2 .5 .5 100.0 
Total 397 100.0 100.0 
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Equity exist in the classroom today 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Stongly Agree 11 2.8 2.8 2.8 
Agree 71 17.9 17.9 20.7 
Undecided 142 35.8 35.8 56.4 
Disagree 157 39.5 39.5 96.0 
Strongly Disagree 16 4.0 4.0 100.0 
Total 397 100.0 1QQ.0 
Every subject of our curriculum should incorporate MCNS info 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 158 39.8 39.8 39.8 
Agree 163 41.1 41.1 80.9 
Undecided 48 12.1 12.1 92.9 
Disagree 21 5.3 5.3 98.2 
Stongly Disagree 7 1.8 1.8 100.0 
Total 397 100.0 100.0 
1 feel prepared to teach from a MCNS perspective 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 44 11.1 11.1 11.1 
Agree 160 40.3 40.3 51.4 
Undecided 110 27.7 27.7 79.1 
Disagree 69 17.4 17.4 96.5 
Stongly Disagree 14 3.5 3.5 100.0 
Total 397 100.0 100.0 
I am committed to teaching from a MCNS perspective 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 149 37.5 37.5 37.5 
Agree 188 474 47.4 84.9 
Undecided 52 13.1 13.1 98.0 
Disagree 5 1.3 1.3 99.2 
Stongly Disagree 3 .8 8 100.0 
Total 397 100.0 100.0 
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As educators, we must teach students basic American history and culture 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 161 40.6 40.6 40.6 
Agree 179 45.1 45.1 85.6 
Undecided 26 6.5 6.5 92.2 
Disagree 26 6.5 6.5 98.7 
Stongly Disagree 5 1.3 1.3 100.0 
1 uidi 397 1Q0.0 1C0.0 
The fundamentals of United States history are Eurocentric 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid strongly Agree 61 15.4 15.4 15.4 
Agree 171 43.1 43.1 58.4 
Undecided 90 22.7 22.7 81.1 
Disagree 65 16.4 16.4 97.5 
Stongly Disagree 10 2.5 2.5 100.0 
Total 397 100.0 100.0 
As Americans, it is important for us to learn first what we share in common before we learn about our diff 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 92 23.2 23.2 23.2 
Agree 180 45.3 45.3 68.5 
Undecided 86 21.7 21.7 90.2 
Disagree 38 9.6 9.6 99.7 
Stongly Disagree 1 .3 .3 100.0 
Total 397 100.0 100.0 
Multicultural education should include recognition of contributions to American culture of people whose i 
White Anglo-Saxon Protestant 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 250 63.0 63.0 63.0 
Agree 124 31.2 31.2 94.2 
Undecided 13 3.3 3.3 97.5 
Disagree 6 1.5 1.5 99.0 
Stongly Disagree 4 1.0 1.0 100.0 
Total 397 100.0 100.0 
89 
The contributions of lUlartin Luther King, Jr. and Frederick Douglass to American culture were as importai 
Thomas Jefferson and Abraham Lincoln 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 220 55.4 55.4 55.4 
Agree 142 35.8 35.8 91.2 
Undecided 21 5.3 5.3 96.5 
Disagree 12 3.0 3.0 99.5 
Stongly Disagree 2 5 5 1000 
Total 397 100.0 100.0 
It is appropriate to be taught about one's ancestral group in school. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 132 33.2 33.2 33.2 
Agree 194 48.9 48.9 82.1 
Undecided 58 14.6 14.6 96.7 
Disagree 9 2.3 2.3 99.0 
Stongly Disagree 4 1.0 1.0 100,0 
Total 397 100.0 100.0 
Public education should be responsible for the development of MCNS competence in society's members. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 89 22.4 22.4 22.4 
Agree 211 53.1 53.1 75.6 
Undecided 74 18.6 18.6 94.2 
Disagree 16 4.0 4.0 98.2 
Stongly Disagree 7 1.8 1.8 100.0 
Total 397 100.0 100.0 
Contributions from many backgrounds should be included in American cultural education. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 209 52.6 52.6 52.6 
Agree 172 43.3 43.3 96.0 
Undecided 11 2.8 2.8 98.7 
Disagree 5 1.3 1.3 100.0 
Total 397 100.0 100.0 
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The contributions of some groups to American culture deserve more attention than others. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 18 4.5 4.5 4.5 
Agree 84 21.2 21.2 25.8 
Undecided 109 27.5 27.5 53.3 
Disagree 147 37.0 37.1 90.4 
Stongly Disagree 38 9.6 9.6 100.0 
Total 396 39.7 100.0 
Missing System 1 .3 
Total 397 100.0 
Socioeconomics status has little relationship to academic achievement 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 11 2.8 2.8 2.8 
Agree 41 10.3 10.3 13.1 
Undecided 58 14.6 14.6 27.7 
Disagree 205 51.6 51.6 79.3 
Stongly Disagree 82 20.7 20.7 100.0 
Total 397 100.0 100.0 
The United States is a multicultural, pluralistic nation. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 122 30.7 30.7 30.7 
Agree 206 51.9 51.9 82.6 
Undecided 41 10.3 10.3 92.9 
Disagree 25 6.3 6.3 99.2 
Stongly Disagree 3 .8 .8 100.0 
Total 397 100.0 100.0 
The culture of the United States should reflect mostly western, Judeo-Christian principles. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 11 2.8 2.8 2.8 
Agree 37 9.3 9.3 12.1 
Undecided 74 18.6 18.7 30.8 
Disagree 216 54.4 54.5 85.4 
Stongly Disagree 58 14.6 14.6 100.0 
Total 396 99.7 100.0 
Missing System 1 .3 
Total 397 100.0 
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The United States should one day be bilingual. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 30 7.6 7.6 7.6 
Agree 107 27.0 27.0 34.5 
Undecided 129 32.5 32.5 67.0 
Disagree 95 23.9 23.9 90.9 
Stongly Disagree 36 9.1 9.1 100.0 
( OlOi 397 1 oc.o 100.0 
— 
Regardless of their ethnicity, today's citizens of the United States have equal chance of being successful. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 45 11.3 11.3 11.3 
Agree 83 20.9 20,9 32.2 
Undecided 55 13.9 13,9 46.1 
Disagree 179 45.1 45.1 91.2 
Stongly Disagree 35 8.8 8.8 100.0 
Total 397 100.0 100.0 
Affirmative action is a form of reverse discrimination. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 25 6.3 6.3 6.3 
Agree 107 27.0 27.0 33.3 
Undecided 173 43.6 43.7 77.0 
Disagree 75 18.9 18.9 96.0 
Stongly Disagree 16 4.0 4.0 100.0 
Total 396 99.7 100.0 
Missing System 1 .3 
Total 397 100.0 
The majority of the homeless in the United States are alcoholics and/ or drug addicts. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 6 1.5 1.5 1.5 
Agree 21 5.3 5.3 6.8 
Undecided 77 19.4 19.4 26.2 
Disagree 228 57.4 57,4 83.6 
Stongly Disagree 65 16.4 16.4 100.0 
Total 397 100.0 100.0 
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Families in low socioeconomic groups place little importance. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 6 1.5 1.5 1.5 
Agree 35 8.8 8.8 10.4 
Undecided 78 19.6 19.7 30.1 
Disagree 203 51.1 51.3 81.3 
Stongly Disagree 74 18.6 18.7 100.0 
Total 395 99.7 1 wu. w 
Missing System 1 .3 
Total 397 100.0 
If there is a military draft, both men and women should be included. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 54 13.6 13.5 13.6 
Agree 140 35.3 35.3 48.9 
Undecided 108 27.2 27.2 76.1 
Disagree 72 18.1 18.1 94.2 
Stongly Disagree 23 5.8 5.8 100.0 
Total 397 100.0 100.0 
There should be no laws that make abortion illegal. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 92 23.2 23.2 23.2 
Agree 93 23.4 23.4 45.5 
Undecided 75 19.1 19.1 65.7 
Disagree 56 16.6 15.5 82.4 
Stongly Disagree 70 17.6 17.6 100.0 
Total 397 100.0 100.0 
Women are an oppressed group in the United States. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 36 9.1 9.1 9.1 
Agree 164 41.3 41.3 50.4 
Undecided 77 19.4 19.4 69.8 
Disagree 98 24.7 24.7 94.5 
Stongly Disagree 22 5.5 5.5 100.0 
Total 397 100.0 100.0 
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Gender discrimination occurs in the United States. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 125 31.5 31.5 31.5 
Agree 244 61.5 61.5 92.9 
Undecided 17 4.3 4.3 97.2 
Disagree 8 2.0 2.0 99.2 
Stongly Disagree 3 .8 .8 100.0 
Total OQ7 4AA n t uU.u 4 AA A i 
Racial discrimination occurs in the United States. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 170 42.8 42.8 42.8 
Agree 219 55.2 55.2 98.0 
Undecided 3 .8 .8 98.7 
Disagree 4 1.0 1.0 99.7 
Stongly Disagree 1 .3 .3 100.0 
Total 397 100.0 100.0 
Homosexualtiy is deviant behavior. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 28 7.1 7.1 7 1 
Agree 54 13.6 13.6 20.7 
Undecided 80 20.2 20.2 40.9 
Disagree 152 38.3 38.4 79.3 
Stongly Disagree 82 20.7 20.7 100.0 
Total 396 99,7 100.0 
Missing System 1 .3 
Total 397 100.0 
Men, on the average, are better suited emotionally for politics than are most women. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 8 2.0 2.0 2.0 
Agree 32 8.1 8.1 10.1 
Undecided 48 12.1 12.1 22.2 
Disagree 206 51.9 51.9 74,1 
Stongly Disagree 103 25.9 25.9 100,0 
Total 397 100.0 100.0 
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Some jobs and professions are more suitable for men than women. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 39 9.8 9.8 9.8 
Agree 145 36.5 36.6 46.5 
Undecided 49 12.3 12.4 58.8 
Disagree 120 30.2 30.3 89.1 
Stongiy Disagree 43 10.8 10.9 100.0 
Total 398 4 A A m  iUU.U 
Missing System 1 .3 
Total 397 100.0 
A woman should not let children stand in the way of a career. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 44 11.1 11.1 1 1 1  
Agree 143 36.0 36.2 47,3 
Undecided 85 21.4 21.5 68.9 
Disagree 95 23.9 24 1 92.9 
Stongiy Disagree 28 7,1 7.1 100.0 
Total 395 99.5 100.0 
Missing System 2 .5 
Total 397 100.0 
A woman should not let children stand In the way of a career. 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid Strongly Agree 46 11.6 11.6 11.6 
Agree 147 37.0 37.0 48,6 
Undecided 87 21.9 21.9 70,5 
Disagree 92 23.2 23.2 93.7 
Stongiy Disagree 25 6.3 6.3 100.0 
Total 397 100.0 100.0 
A woman can live a full and happy life without marriage. 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid Strongly Agree 137 34.5 34.5 34.5 
Agree 217 54.7 54.7 89.2 
Undecided 24 6.0 6.0 95.2 
Disagree 14 3.5 3.5 98.7 
Stongiy Disagree 5 1.3 1.3 100.0 
Total 397 100.0 100.0 
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Achievement in the U.S. is linlced to ethnicity. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 10 2.5 2.5 2.5 
Agree 101 25.4 25.5 28.0 
Undecided 125 31.5 31.6 59.6 
Disagree 138 34.8 34.8 94.4 
Stongly Disagree 22 5.5 5.6 100.0 
Total 396 99.7 100.0 
Missing System 1 .3 
Total 397 100.0 
The majority of society's problems are caused by ethnic groups. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 5 1.3 1.3 1.3 
Agree 32 8.1 8.1 9.3 
Undecided 76 19.1 19.1 28.5 
Disagree 208 52.4 52.4 80.9 
Stongly Disagree 76 19.1 19.1 100.0 
Total 397 100.0 100.0 
Proportionately speaking, few Whites are poor. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 5 1.3 1.3 1.3 
Agree 45 11.3 11.3 12.6 
Undecided 72 18.1 18.1 30.7 
Disagree 234 58.9 58.9 89.7 
Stongly Disagree 41 10.3 10.3 100.0 
Total 397 100.0 100.0 
The majority of people in prison are Black. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 12 3.0 3.0 3.0 
Agree 89 22.4 22.4 25.4 
Undecided 144 36.3 36.3 61.7 
Disagree 129 32.5 32.5 94.2 
Stongly Disagree 23 5.8 5.8 100.0 
Total 397 100.0 100.0 
96 
The internment of Japanese Americans during WWII was necessary for American security. 
Freauencv Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 5 1.3 1.3 1.3 
Agree 22 5.5 5.5 6.8 
Undecided 137 34.5 34.5 41.3 
Disagree 133 33.5 33.5 74.8 
Stongly Disagree 100 25.2 25.2 100.0 
t uiai 09/ 4  f > f >  lUU.U 100.0 
African Americans are poor because they lack ambition. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 1 .3 .3 .3 
Agree 6 1.5 1.5 1.8 
Undecided 26 6.5 6.6 8.3 
Disagree 188 47.4 47.5 55.8 
Stongly Disagree 175 44.1 44.2 100.0 
Total 396 99.7 100.0 
Missing System 1 3 
Total 397 100.0 
In the U.S., people who have equal skills and who are employed in the same job are given equal pay. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 5 1.3 1.3 1.3 
Agree 17 4.3 4.3 5.5 
Undecided 30 7.6 7.6 13.1 
Disagree 234 58.9 58.9 72.0 
Stongly Disagree 111 28.0 28.0 100.0 
Total 397 100.0 100.0 
Career women tend to be more masculine and domineering than non career women. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 4 1.0 1.0 1.0 
Agree 35 8.8 8.8 9.8 
Undecided 54 13.6 13.6 23.4 
Disagree 225 56.7 56.7 80.1 
Stongly Disagree 79 19.9 19.9 100.0 
Total 397 100.0 100.0 
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The leader of women's rights groups are trying to turn women into men. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 4 1,0 1.0 1.0 
Agree 28 7.1 7.1 8.1 
Undecided 48 12.1 12.1 20.2 
Disagree 224 56.4 56.4 76.6 
Stongly Disagree 93 23.4 23.4 100.0 
Total 397 10G.0 100.0 
The intememment of Japanese Americans during WWII was just treatment of this group. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 2 .5 5 .5 
Agree 5 1.3 1.3 1.8 
Undecided 118 29.7 29.8 31.6 
Disagree 142 35.8 35.9 67.4 
Stongly Disagree 129 32.5 32.6 100.0 
Total 396 99.7 100.0 
Missing System 1 .3 
Total 397 100.0 
Asian Students tend to be "curve busters." 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 4 1.0 1.0 1.0 
Agree 84 21.2 21.2 22.2 
Undecided 102 25.7 25.7 47.9 
Disagree 172 43.3 43.3 91.2 
Stongly Disagree 35 8.8 8.8 100.0 
Total 397 100.0 100.0 
1 would marry a person of different race. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 79 19.9 19.9 19.9 
Agree 145 36.5 36.5 56.4 
Undecided 94 23.7 23.7 80.1 
Disagree 56 14.1 14.1 94.2 
Stongly Disagree 23 5.8 5.8 100.0 
Total 397 100.0 100.0 
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Most of the important decisions in the family should be made by men. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 3 .8 .8 .8 
Agree 16 4.0 4.0 4.8 
Undecided 30 7.6 7.6 12.3 
Disagree 174 43.8 43.8 56.2 
Stongly Disagree 174 43.8 43.8 100.0 
• WiCtt 397 100.0 on 0 1 ww.o 
A wife should not expect her husband to help around the house at the end of the work day. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 4 1.0 1.0 1.0 
Agree 2 .5 .5 1.5 
Undecided 13 3.3 3.3 4.8 
Disagree 146 36.8 36.8 41.6 
Stongly Disagree 232 58.4 58.4 100.0 
Total 397 100.0 100.0 
A working mother can establish and secure a relationship as a mother who is not employed. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 125 31.5 31.5 31.5 
Agree 189 47.6 47.6 79.1 
Undecided 38 9.6 9.6 88.7 
Disagree 38 9.6 9.6 98.2 
Stongly Disagree 7 1.8 1.8 100.0 
Total 397 100.0 100.0 
Homosexuality is usually caused by a dyfunctional relationship with the mother. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 3 .8 8 .8 
Agree 3 .8 .8 1.5 
Undecided 67 16.9 16.9 18.4 
Disagree 160 40.3 40.3 58.7 
Stongly Disagree 164 41.3 41.3 100.0 
Total 397 100.0 100.0 
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If I discovered that a friend was Gay or Lesbian, I would terminate my relationship with him/her. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 4 1.0 1.0 1.0 
Agree 4 1.0 1.0 2.0 
Undecided 50 12.6 12.6 14.6 
Disagree 159 40.1 40.1 54.7 
Stongly Disagree 180 45.3 45.3 100.0 
Total •IQT inn n inn n 
African Americans are more violent than Anglos. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 5 1.3 1.3 1.3 
Agree 19 4.8 4.8 6.0 
Undecided 66 16.6 16.6 22.7 
Disagree 190 47.9 47.9 70.5 
Stongly Disagree 117 29.5 29.5 100.0 
Total 397 100.0 100.0 
African Americans made economic gains during the 1980's 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 10 2.5 2.5 2.5 
Agree 133 33.5 33.5 36.0 
Undecided 227 57.2 57.2 93.2 
Disagree 19 4.8 4.8 98.0 
Stongly Disagree 8 2.0 2.0 100.0 
Total 397 100.0 100.0 
Native Americans who believe that the seat of their creation is the Black Hills are mistaken. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 10 2.5 2.5 2.5 
Agree 31 7,8 7.8 10.3 
Undecided 235 59.2 59.2 69.5 
Disagree 88 22.2 22.2 91.7 
Stongly Disagree 33 8.3 8.3 100.0 
Total 397 100.0 100.0 
100 
Differences in Black and White incomes today is due to discrimination in government 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 7 1.8 1.8 1.8 
Agree 67 16.9 16.9 18.6 
Undecided 133 33.5 33.5 52.1 
Disagree 169 42.6 42.6 94.7 
Stongly Disagree 21 5.3 5.3 100.0 
Total ^07 inn n 1Q0.0 
Differences in Black and White incomes today is due to discrimination in industry 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 16 4.0 4.0 4.0 
Agree 167 42.1 42.1 46,1 
Undecided 132 33.2 33.2 79.3 
Disagree 71 17.9 17.9 97.2 
Stongly Disagree 11 2.8 2.8 100.0 
Total 397 100.0 100.0 
The high percentage of Hispanics who drop out of high school can be attributed to their tendency to live 1 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 4 1.0 1.0 1.0 
Agree 25 6.3 6.3 73 
Undecided 142 35.8 35.8 43.1 
Disagree 176 44.3 44.3 87.4 
Stongly Disagree 50 12.6 12.6 100.0 
Total 397 100.0 100.0 
The high incidence of teenage pregnancies among Blacks is due to their above average promiscuity. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 3 .8 .8 8 
Agree 34 8.6 8.6 9.3 
Undecided 81 20.4 20.4 29.7 
Disagree 198 49.9 49.9 79.6 
Stongly Disagree 81 20.4 20.4 100.0 
Total 397 100.0 100.0 
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Afncan Americans have natural rhythm. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 11 2.8 2.8 2.8 
Agree 68 17.1 17.1 19.9 
Undecided 106 26.7 26.7 46.6 
Disagree 170 42.8 42.8 89.4 
Stongly Disagree 42 10.6 10.6 100.0 
Total 397 1 co.c 4 f y f \  A t uw.u 
. 
African Americans make better athletes than managers. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 3 .8 .8 .8 
Agree 24 6.0 6.1 6.8 
Undecided 88 22.2 22.3 29.1 
Disagree 208 52.4 52.7 81.8 
Stongly Disagree 72 18.1 18.2 100.0 
Total 395 99.5 100.0 
Missing System 2 .5 
Total 397 100.0 
People who are mentally retarded should be allowed to have a normal sex life. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 54 13.6 13.6 13.6 
Agree 147 37.0 37.0 50.6 
Undecided 132 33.2 33.2 83.9 
Disagree 46 11.6 11.6 95.5 
Stongly Disagree 18 4.5 4.5 100.0 
Total 397 100.0 100.0 
I would not be opposed to living next to a group home for people with developmental disabilities 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 94 23.7 23.7 23.7 
Agree 188 47.4 47.4 71.0 
Undecided 73 18.4 18.4 89.4 
Disagree 32 8.1 8.1 97.5 
Stongly Disagree 10 2.5 2.5 100.0 
Total 397 100.0 100.0 
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Unemployment among Native American Indians can be attributed to thier high incidence of alcoholism. 
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly Agree 5 1.3 1.3 1.3 
Agree 56 14.1 14.1 15.4 
Undecided 85 21.4 21.4 36.8 
Disagree 194 48.9 48.9 85.6 
Stongly Disagree 57 14.4 14.4 100.0 
Total 0Q7 s j O  t  4nn A ww.w 100.0 
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HISTOGRAMS 
400 
Std. Dev = .58 
Mean = 1.3 
N = 397.00 
MCNS competence is important for teachers in today's schools 
300 
std. Dev = .64 
Mean = 1.4 
N = 397.00 
The use of MCNS approach in the classroom is important 
1 0 4  
200-
Std. Dev = 94 
Mean = 1.9 
N = 397.00 
Every subject of our curriculum should incorporate MCNS Info 
Std. Dev = .77 
Mean = 1.8 
N = 397.00 
1 am committed to teaching from a MCNS perspective 
1 0 5  
300-
Std. Dev = .62 
Mean = 1.5 
N = 397.00 
Contributions from many backgrounds should be included in Ame 
1 0 6  
Year enrolled 
160-
2000 1994 1995 96^00 98.00 1999 
Year enrolled 
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APPENDIX C: RESULTS OF CORRELATION ANALYSIS 
Correlations 
EQUITYE 
Gender, 
relationships, 
behavior CULTURE HISTORY EQUITYU 
EQUITYE Pearson Con-elation 1.000 -.506" -.458" -.305" .299*' 
Sig. (2-tailed) .000 .000 .000 .000 
N 3S7 396 090 O O 396 
Gender, relationships, 
behavior 
Pearson Correlation 
Sig. (2-tailed) 
-.506" 
.000 
1.000 .612" 
.000 
.465" 
.000 
-.217*' 
.000 
N 396 396 395 395 395 
CULTURE Pearson Con'elation -.458" .612" 1.000 .518" -.157*' 
Sig. (2-tailed) .000 .000 .000 .002 
N 396 395 396 395 395 
HISTORY Pearson Con-elation -.305" .465" .518" 1.000 -.062 
Sig. (2-tailed) .000 .000 .000 .220 
N 396 395 395 396 395 
EQUITYU Pearson Conrelation .299" -.217" -.157" -.062 1.000 
Sig. (2-tailed) .000 .000 .002 .220 
N 396 395 395 395 396 
CULTURST Pearson Correlation -.388" .494" .576*^ .500" -.118* 
Sig. (2-tailed) .000 .000 .000 .000 .019 
N 395 394 394 394 394 
DISCR Pearson Con-elation .095 -.064 -.084 -.015 .245" 
Sig. (2-tailed) .060 .202 .096 .766 .000 
N 396 395 395 395 395 
SOCIO Pearson Correlation -120* .186" .160*^ .125* .021 
Sig. (2-tailed) .017 .000 .001 .013 682 
N 397 396 396 396 396 
1 0 8  
Correlations 
CULTURST DISCR SOCIO 
EQUITYE Pearson Correlation -.388- .095 -.120* 
Sig. (2-tailed) .000 .060 .017 
N 395 396 397 
Gender, relationships, Pearson Correlation .494*'' -.064 
CO 00 
behavior Sig. (2-tailed) .000 .202 .000 
N 394 395 396 
CULTURE Pearson Correlation .576" -.084 ,160*' 
Sig. (2-taiied) .000 .096 .001 
N 394 395 396 
HISTORY Pearson Correlation .500" -.015 .125* 
Sig. (2-tailed) .000 .766 .013 
N 394 395 396 
EQUITYU Pearson Correlation -.118* .245" .021 
Sig. (2-tailed) .019 .000 682 
N 394 395 396 
CULTURST Pearson Correlation 1.000 .069 .060 
Sig. (2-tailed) .169 238 
N 395 394 395 
DISCR Pearson Correlation .069 1.000 -044 
Sig. (2-tailed) .169 386 
N 394 396 396 
SOCIO Pearson Correlation .060 -.044 1.000 
Sig. {2-tailed) .238 .386 
N 395 396 397 
" Correlation is significant at the 0.01 level (2-tailed). 
' Correlation Is significant at the 0.05 level (2-tailed). 
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APPENDIX D: RESULTS OF REGRESSION ANALYSIS 
Variables Entered/Removec^ 
Model 
Variables 
Entered 
Variables 
Removed Method 
1 
SOCIO. 
DISCR, 
CULTURST, 
HISTORY, 
Gender, 
relationship 
s, behavioc 
CULTURE 
Enter 
a. All requested variables entered. 
b. Dependent Variable: EQUITVE 
Model Summary 
Std. Error of 
Adjusted R the 
Model R R Square Square Estimate 
1 .5503 .303 .292 2.4083 
a. Predictors: (Constant), SOCIO, DISCR, CULTURST, HISTORY, Gender, relationships, behavior. 
ANOVA" 
Model 
Sum of 
Squares df 
Mean 
Square F Siq. 
1 Regression 967.147 6 161.191 27.793 .000^ 
Residual 2227,124 384 5.800 
Total 3194.271 390 
a. Predictors: (Constant), SOCIO, DISCR, CULTURST. HISTORY, Gender, relationships, behavior. CULTURE 
b Dependent Variable: EQUITYE 
1 1 0  
Coefficients^ 
Unstandardized 
Coefficients 
Standardiz 
ed 
Coefficient 
s 
Model B Std. Error Beta t Siq. 
1 (Constant) 18.796 1.284 14.644 .000 
Gender, relationships, 
behavior -.199 .034 -.333 -5.902 .000 
CULTURE -.140 .050 -.171 -2.790 .006 
CULTURST -.248 108 -.128 -2.306 .022 
HISTORY 9.411 E-03 .093 .005 .101 .920 
DISCR .130 .082 ,068 1.580 .115 
SOCIO •5.761 E-02 .126 -.020 -.457 .648 
a- Dependent Variable: EQUITYE 
Variables Entered/Removed'' 
Model 
Variables 
Entered 
Variables 
Removed Method 
1 SOCIO. 
DISCR. a 
HISTORY 
Enter 
3. All requested vanables entered, 
b. Dependent Variable: EQUIPt'E 
Model Summary 
Std. Eror of 
Adjusted R the 
Model R R Square Square Estimate 
1 .329^ .108 .101 2.7038 
a. Predictors: (Constant), SOCIO, DISCR. HISTORY 
ANOVA" 
Model 
Sum of 
Squares df 
Mean 
Square F Siq. 
1 Regression 346.417 3 115.472 15.795 000® 
Residual 2858.453 391 7.311 
Total 3204.871 394 
a. Predictors: (Constant), SOCIO. DISCR, HISTORY 
b. Dependent Variable: EQUITYE 
I l l  
Coefficients^ 
Model 
Unstandardized 
Coefficients 
Standardiz 
ed 
Coefficient 
s 
t Siq. B Std. Error Beta 
1 (Constant) 11.446 1.159 9.876 .000 
HISTORY -.521 .085 -.296 -6.151 .000 
DISCR .156 .091 .082 1.716 .087 
SOCIO -.231 140 -.080 -1.655 .099 
a. Dependent Variable: EQUITYE 
Variables Entered/Remove<^ 
Model 
Variables 
Entered 
Variables 
Removed Method 
1 CULTURST, 
SOCIO, 
DISCR, 
Gender, 
relationship 
s. behavioL 
CULTURE 
Enter 
a. All requested variables entered. 
b. Dependent Variable: EQUITYE 
Model Summary 
Std. En-or of 
Adjusted R the 
Model R R Square Square Estimate 
1 .5533 .305 .296 2.4039 
a. Predictors; (Constant), CULTURST, SOCIO, DISCR, Gender, relationships, behavior, CULTURE 
ANOVA" 
Model 
Sum of 
Squares df 
Mean 
Square F Siq. 
1 Regression 980.160 5 196.032 33.923 .000® 
Residual 2230.606 386 5.779 
Total 3210.765 391 
a. Predictors: (Constant), CULTURST, SOCIO, DISCR, Gender, relationships, behavior, CULTURE 
t> Dependent Variable: EQUITYE 
1 1 2  
Coefficients^ 
Unstandardized 
Coefficients 
Standardiz 
ed 
Coefficient 
s 
Model B Std. Error Beta t Siq. 
1 (Constant) 18.803 1.279 14.700 .000 
DISCR .135 .082 .071 1.642 .101 
SOCIO •5493E-02 126 -019 -437 663 
Gender, relationships, 
behavior -.198 033 -.331 -5.949 .000 
CULTURE -.140 .049 -.171 -2.878 .004 
CULTURST -.250 .104 -.129 -2.401 .017 
a. Dependent Variable; EQUITYE 
Variables Entered/Remcvec^ 
Model 
Variables 
Entered 
Variables 
Removed Method 
1 
HISTORY. 
SOCIO, 
Gender, 
relationship 
s, behavior, 
CULTURST. 
CULTURE 
Enter 
a. All requested variables entered. 
b. Dependent Variable; EQUITYE 
Model Summary 
Std. Error of 
Adjusted R the 
Model R R Square Square Estimate 
1 .545® .297 .288 2.4128 
a. Predictors; (Constant), HISTORY. SOCIO. Gender, relationships, behavior. CULTURST, CULTU 
ANOVA" 
Model 
Sum of 
Squares df 
Mean 
Square F Siq. 
1 Regression 947.929 5 189.586 32.565 .000® 
Residual 2247.211 386 5.822 
Total 3195.140 391 
a. Predictors; (Constant), HISTORY, SOCIO, Gender, relationships, behavior, CULTURST, CULTURE 
b- Dependent Variable; EQUITYE 
1 1 3  
Coefficients® 
Unstandardized 
Coefficients 
Standardiz 
ed 
Coefficient 
s 
Model B Std. En-or Beta t Siq. 
1 (Constant) 20.030 .997 20.097 .000 
SOCIO •6.492E-02 .126 -.022 -.514 .608 
Gender, relationships, 
behavior 
4  oo ,034 ^ ^ ^ -.ooo ^ M 4 M -o.alu .000 
CULTURE -153 .050 -.187 -3.087 .002 
CULTURST -223 .107 -.115 -2.083 038 
HISTORY 1.606E-02 .093 .009 .173 .863 
a. Dependent Variable: EQUITYE 
Variables Entered/Removed^ 
Model 
Variables 
Entered 
Variables 
Removed Method 
1 
DISCR, 
HISTORY, 
Gender, 
relationship 
s, behavior, 
CULTURST, 
CULTURE 
Enter 
3' All requested vanables entered. 
b. Dependent Variable: EQUITYE 
Model Summary 
Std. En-or of 
Adjusted R the 
Model R R Square Square Estimate 
1 .550® .302 .293 2.4058 
a. Predictors: (Constant), DISCR, HISTORY, Gender, relationships, behavior, CULTURST, CULTUF 
ANOVA" 
Model 
Sum of 
Squares df 
Mean 
Square F Siq. 
1 Regression 965.937 5 193.187 33.378 .000® 
Residual 2228.334 385 5.788 
Total 3194.271 390 
a. Predictors: (Constant), DISCR. HISTORY, Gender, relationships, behavior. CULTURST, CULTURE 
b. Dependent Variable: EQUITYE 
1 1 4  
Coefficients^ 
Unstandardized 
Coefficients 
Standard iz 
ed 
Coefficient 
s 
Model B Std. Error Beta t Siq. 
1 (Constant) 18.658 1.246 14.978 .000 
Gender, relationships, 
behavior -.201 .033 -.336 -6.002 .000 
CULTURE -.141 .050 -.173 -2.829 .005 
CULTURST -.245 .107 -.127 -2.281 023 
HISTORY 7.500E-03 .093 .004 .081 936 
DISCR .131 .082 .069 1.592 .112 
a. Dependent Variable: EQUITYE 
Variables Entered/Remove(f 
Model 
Variables 
Entered 
Variables 
Removed Method 
1 
SOCIO, 
DISCR, 
CULTURST, 
HISTORY. 
Gender. 
relationship 
s, behavior 
CULTURE 
Enter 
a All requested vanables entered, 
b Dependent Variable: EQUITYU 
Model Summary 
Std. En-or of 
Adjusted R the 
Model R R Square Square Estimate 
1 .323® .105 .091 2.1958 
a. Predictors: (Constant), SOCIO, DISCR. CULTURST. HISTORY. Gender, relationships, behavior. 
ANOVA" 
Model 
Sum of 
Squares df 
Mean 
Square F Siq. 
1 Regression 215.681 6 35.947 7456 .000= 
Residual 1846.586 383 4.821 
Total 2062.267 389 
a. Predictors: (Constant), SOCIO, DISCR, CULTURST, HISTORY, Gender, relationships, behavior, CULTURE 
b. Dependent Variable: EQUITYU 
1 1 5  
Coefficients^ 
Unstandardized 
Coefficients 
Standardiz 
ed 
Coefficient 
s 
Model B Std. Error Beta t Siq. 
1 (Constant) 15.476 1.175 13.176 .000 
Gender, relationships, 
behavior •9.230E-02 .031 -.192 -2.996 .003 
CULTURE •2.177E-02 .046 -.033 -.477 .634 
CULTURST •8.180E-02 .098 -.053 -.832 406 
HISTORY 9.812E-02 .085 .069 1.155 .249 
DISCR .359 .076 .233 4.747 .000 
SOCIO .154 .115 .066 1.335 .183 
a. Dependent Variable: EQUITYU 
Variables Entered/Removecf' 
Model 
Variables 
Entered 
Variables 
Removed Method 
1 SOCIO. 
DISCR. . 
HISTORY 
Enter 
a. All requested vanables entered, 
b Dependent Variable: EQUIPi'U 
Model Summary 
Std. Error of 
Adjusted R the 
Model R R Square Square Estimate 
1 .250® .062 .055 2.2351 
a. Predictors: (Constant). SOCIO. DISCR. HISTORY 
ANOVA" 
Model 
Sum of 
Squares df 
Mean 
Square F Siq. 
1 Regression 129.771 3 43.257 8.659 .000® 
Residual 1948.303 390 4.996 
Total 2078.074 393 
a- Predictors: (Constant). SOCIO. DISCR, HISTORY 
b. Dependent Variable; EQUITYU 
1 1 6  
Coefficients® 
Model 
Unstandardized 
Coefficients 
Standardiz 
ed 
Coefficient 
s 
t Siq. B Std. Error Beta 
1 (Constant) 12.728 .962 13.226 .000 
HISTORY •8.225E-02 .070 -.058 -1.174 .241 
DISCR .372 .075 .242 4.928 .000 
SOCIO 8.806E-02 .115 .038 .763 .446 
a. Dependent Variable; EQUITYU 
Variables Entered/Removec^ 
Model 
Variables 
Entered 
Variables 
Removed Method 
1 CULTURST. 
SOCIO, 
DISCR, 
Gender, 
relationship 
s, behavior 
CULTURE 
Enter 
a. All requested variables entered. 
b- Dependent Variable. EQUITYU 
Model Summary 
Std. Error of 
Adjusted R the 
Model R R Square Square Estimate 
1 .323® .104 .093 2.1962 
a. Predictors: (Constant), CULTURST, SOCIO, DISCR, Gender, relationships, behavior, CULTURE 
ANOVA" 
Model 
Sum of 
Squares df 
Mean 
Square F Siq. 
1 Regression 215.935 5 43.187 8.954 .000® 
Residual 1856.975 385 4.823 
Total 2072.910 390 
a. Predictors: (Constant), CULTURST. SOCIO, DISCR, Gender, relationships, behavior, CULTURE 
b. Dependent Variable: EQUITYU 
1 1 7  
Coefficients^ 
Unstandardized 
Coefficients 
Standardiz 
ed 
Coefficient 
s 
Model B Std. Error Beta t Siq. 
1 (Constant) 15.557 1.173 13.267 .000 
DISCR .363 .075 .235 4.809 .000 
SOCIO .162 .115 .069 1.408 .160 
Gender, relationships, 
behavior •8.672E-02 030 -.180 -2.844 .005 
CULTURE •1.069E-02 .044 -.016 -.241 .810 
CULTURST -5.794E-02 ,095 -.037 -.609 .543 
a. Dependent Variable: EQUITYU 
Variables Entered/Removed'^ 
Model 
Variables 
Entered 
Variables 
Removed Method 
1 
HISTORY, 
SOCIO, 
Gender, 
relationship 
s, behavior, 
CULTURST, 
CULTURE 
Enter 
a- All requested vanables entered. 
b. Dependent Vanable: EQUITYU 
Model Summary 
Std. Error of 
Adjusted R the 
Model R R Square Square Estimate 
1 .230^ .053 .040 2.2553 
a. Predictors: (Constant), HISTORY, SOCIO, Gender, relationships, behavior, CULTURST, CULTUF 
ANOVA" 
Model 
Sum of 
Squares df 
Mean 
Square F Siq. 
1 Regression 109.069 5 21.814 4.289 .001^ 
Residual 1958.322 385 5.087 
Total 2067.391 390 
a. Predictors: (Constant), HISTORY, SOCIO. Gender, relationships, behavior, CULTURST. CULTURE 
b. Dependent Variable: EQUITYU 
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1 1 8  
Coefficients^ 
Model 
Unstandardized 
Coefficients 
Standardiz 
ed 
Coefficient 
s 
t Siq. B Std. Error Beta 
1 (Constant) 19.046 .932 20.440 .000 
SOCIO .143 .118 .061 1.210 227 
Gender, relationshios. 
-. 103 .031 -.215 -3.285 behavior • UU 1 
CULTURE •3.594E-02 .046 -.055 -.775 .439 
CULTURST •1.690E-02 .100 -.011 -169 .866 
HISTORY 8.664E-02 .087 ,061 .997 .320 
a. Dependent Variable; EQUIPi'U 
Variables Entered/Removec^ 
Model 
Variables 
Entered 
Variables 
Removed Method 
1 
DISCR. 
HISTORY. 
Gender, 
relationship 
s, behavior, 
CULTURSJ. 
CULTURE 
Enter 
a. All requested variables entered. 
b. Dependent Variable; EQUIPi'U 
Model Summary 
Std. En-or of 
Adjusted R the 
Model R R Square Square Estimate 
1 .3173 100 .089 2.1980 
a. Predictors; (Constant). DISCR. HISTORY. Gender, relationships, behavior, CULTURST. CULTUF 
ANOVA" 
Model 
Sum of 
Squares df 
Mean 
Square F Siq. 
1 Regression 207.088 5 41.418 8.573 .000® 
Residual 1855.178 384 4.831 
Total 2062.267 389 
a. Predictors; (Constant), DISCR, HISTORY, Gender, relationships, behavior. CULTURST. CULTURE 
b. Dependent Variable; EQUITYU 
1 1 9  
Coefficients^ 
Unstandardized 
Coefficients 
Standardiz 
ed 
Coefficient 
s 
Model B Std. Error Beta t Siq. 
1 (Constant) 15.847 1.142 13.872 .000 
Gender, relationships, 
behavior •8.755E-02 .031 -.182 -2.858 004 
CULTURE •1.776E-02 .046 -.027 -.389 .697 
CULTURST •9.121E-02 .098 -.059 -.930 .353 
HISTORY .103 .085 .073 1.214 .225 
DISCR .357 .076 .231 4.712 .000 
a. Dependent Variable: EQUITYU 
Variables Entered/Removed'^ 
Model 
Variables 
Entered 
Variables 
Removed Method 
1 SOCIO, 
DISCR. 
CULTURST. 
Gender, 
relationship 
s. behavior, 
CULTURE 
Enter 
a. All requested variables entered. 
b. Dependent Variable: EQUITYU 
Model Summary 
Std. Error of 
Adjusted R the 
Model R R Square Square Estimate 
1 .323® .104 .093 2.1962 
a. Predictors: (Constant), SOCIO, DISCR. CULTURST. Gender, relationships, behavior. CULTURE 
ANOVA" 
Model 
Sum of 
Squares df 
Mean 
Square F Siq. 
1 Regression 215.935 5 43.187 8.954 000® 
Residual 1856.975 385 4.823 
Total 2072.910 390 
a. Predictors: (Constant), SOCIO, DISCR, CULTURST, Gender, relationships, behavior, CULTURE 
b. Dependent Variable: EQUITYU 
1 2 0  
Coefficients' 
Unstandardized 
Coefficients 
Standard iz 
ed 
Coefficient 
s 
Model B Std. Error Beta t Siq. 
1 (Constant) 15.557 1.173 13.267 .000 
Gender, relationships, 
behavior •8.672E-02 .030 0
0 o
 
-2.844 .005 
CULTURE •1.069E-02 .044 -.016 -.241 .810 
CULTURST -5.794E-02 .095 -.037 -.609 .543 
DISCR .363 075 .235 4.809 .000 
SOCIO .162 .115 .069 1.408 .160 
a. Dependent Variable: EQUITVU 
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APPENDIX E: COURSE SYLLABUS 
Introduction to Multicultural Education 
CI 406 
Section 2 MW 11:00-12:00 p.m. 
Section 3 MW 2:10-3:00 p.m. 
Required Texts 
GC = Gollnicic Donna M.. & Chinn. Phillip C. Multicultural 
Education in a Pluralistic Society. Upper Saddle River. NJ: 
Merrill 
MAS = McCormick Theresa. & Allen-Sommerville. Lenola. (1998). 
Multicultural Education: Awareness. Strategies, and Activities. 
Madison. Wl: Mendota Press 
B(Sec.3)= Banks. James A. (1997). Teaching strategies for ethnic studies. 
6"' Edition. Boston: Allyn & Bacon. 
Recommended Texts 
B = Banks. James A. (1997). Teaching strategies for ethnic studies. 
6"" Edition. Boston: Allyn & Bacon. 
TIM = McCormick. Theresa (1994). Creating the nonsexist classroom- -
A multicultural approach. New York: Teachers College Press. 
Reserve Readings 
CTLT = Reserve Readings in Center for Technology in Learning and Teaching 
N031 Lagomarcino Hall 
Sessions and Date Topics Readings/Resources 
1. Mon. Aug. 23 Introduction. Legal MAS. pp. 3-4 
Bases. Course Course Syllabus 
Requirements 
2. Wed. Aug. 25 Need for MCNSE; GC-I 
Concepts 
3. Mon. Aug. 30 MCNSE Goals. Strategies GC-2 
"Diversity in the Classroom" Video 
4. Wed. Sept. 1 Discuss Contact Activity MAS. pp. 22-29 
Social Class GC-3 J.E. 
5. Mon. Sept. 6 No Class 
6. 
/ . 
8. 
9. 
10. 
I I .  
12. 
13. 
14. 
15, 
16, 
17 
18 
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Wed. Sept. 8 "The Three Cousins"- Prejudice 
Stereotvping. and Discrimination 
based on Age. SES. Religion. 
E.\ceptionality. Race, Sex. 
Language. Ethnicity: Activity: Let's Pany 
E.xploring Micro-
cultural situations 
(MAS-pp. 43) 
Mon. Sept. 13 
Wed. Sept. 15 
Mon. Sept. 20 
Wed. Sept. 22 
Mon. Sept. 27 
Wed. Sep. 29 
Mon. Oct. 4 
W ed. Oct. 6 
Mon. Oct. 11 
Wed. Oct. 13 
Mon. Oct. 18 
1 • 
Ethnic Studies Component 
Native American Indians 
Group Presentation 
Hispanic Americans 
Group Presentation 
Asian Americans 
Group Presentation 
African Americans 
Group Presentation 
Special Topics in MCNSE 
Dl E: Contact .\ctivity Paper 
STUDENT REPORT.S 
Test n 2 
Sex and Gender Component 
.Activities: "Se.x Roles and Stereotypes 
"Sexism and Advertising" 
Contact 
Contract Activitv 
B-5 
Se.x and Domestic Abuse 
.\CCESS Speaker 
Guest Panel - LGBTA 
Multicultural Curriculum 
Development Component 
B-IO. B-II.B-12 
B-i: 
B-7. MAS- pp. 75-81 
MAS- pp. 83-89 
"Through Students' 
Eyes" 
J.E. 
MAS- (review) 
Sex and Gender 
Bibliography 
(pp.135-140) 
AAUW Report 
MAS-
pp. 153-157 
MAS - pp. 
147-151 
Wed. Oct. 20 Multicultural Infusion B-2. B-3. B-4 
1 2 3  
19. Mon. Oct. 25 
20. Wed. Oct. 27 
21. Mon. Nov. 1 
22. Wed. Nov. 3 
23. Mon. Nov. 8 
24. Wed. Nov. 10 
25. Mon. Nov. 15 
26. Wed. Nov. 17 
27. Nov 22-26 
28. Mon. Nov. 29 
29. Wed. Dec. 1 
30. Mon. Dec. 6 
31. Wed. Dec. 8 
32. Dec 13-17 
Process/ Curriculum MAS-pp.52-59 
Development 
Curriculum Teams Planning MAS- p. 61 
Meet with Instructor in class 
Special Topics in MCNSE 
Learning St\les/ Cultural J.E. 
Issues and impact on Learning 
Activit>': Analyzing Case Studies 
Due: Curriculum Unit Outline 
Analyzing Materials for Bias MAS- p.45. Checklist 
MCNSE and Technology MAS-pp. 89-101; 
Test = 3 
35-37. 141 -142 
Language 
Global Education 
Group Presentation 
Curriculum Teams/Planning 
Meeting 
MAS- pp. 143-151 
M A S -  p p .  1 0 3 - 1 I I  
J.E. 
MAS- pp. 46-48: 
"Being in a MC 
Classroom- Do's & 
Don'ts for teachers ' 
Special Topics in MCNSE 
No Class 
Have a Great Break! 
STI DENT PRESENTATIONS 
STI DENT PRESENTATIONS 
STI DENT PRESENTATIONS 
Dl E: Curriculum Unit 
STI DENT PRESENTATIONS 
Finals Week' Test =4 
1 2 4  
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